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ABSTRACT
In this this project I have developed concepts and applications for
community psychology from theories in the broad area of social
constructivism. I evaluated theoretical models in community psychology
as providing a limited explanation of the interaction of person and social
context. I then developed a model of psychosocial functioning which
could account for the experience of social context. This model w a s
based on the personal construct psychology of George Kelly and the
phenomenological sociology of Schutz, Berger and Luckmann.
According to constructivist concepts, people experience the social
world through definitions of situations. Situations are defined in terms of
their possible outcomes. Empowerment and fulfilment of these outcomes
is dependent upon effective action and interaction. Effective action is
dependent upon the availability of personal and social resources.
Utilisation of these resources requires congruency between them at
subordinate and superordinate levels. The provision of resources
depends upon the existence of suitable social structures which are
created by the overarching social, political and cultural fabric of society.
W h e n incongruency exists between personal and social resources,
empowerment and fulfilment of outcomes can be created by the dereification of existing social structures and the development of alternative
social structures.
I extended these concepts to account for the experience of transition to
a n e w environment. The experience of n e w situations m a y lead to
incongruence between typical constructs and n e w elements of
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experience. Effective incorporation of these n e w experiences will
depend upon the flexibility of a person's construction processes.
Sufficient flexibility is required so that n e w experience can be
acknowledged and interpreted. W h e n incongruency exists between
personal and social resources, sufficient flexibility is required to enable
social structures to be de-reified and alternative structures and resources
to be developed. Yet sufficient inflexibility is required so that a specific
course of action can be chosen and outcomes attained. Adequate
functioning requires a dialectical interplay between flexible and inflexible
construing so that constructs can evolve while remaining functional for
interpreting experience.
People experience anxiety if they are not able to interpret new
experience which is incongruent with existing constructs. They will also
experience personal and social hostility if they refuse to alter their
existing constructs to accommodate the n e w experience. If the new
experience is incongruent with superordinate core constructs the
implications for change in constructs will create core anxiety in the form
of threat, fear or guilt. The use of inflexible construction processes m a y
enable people to avoid making changes to their constructs. If people
continue to be confronted with the incongruency, they m a y experience
increases in these forms of emotional stress w h e n they continue to
maintain their inflexibility.
I conducted two empirical studies to evaluate the utility of these
concepts. M y objectives in the first study were to conduct a qualitative
assessment of students' experience of transition to university and to
develop a content analysis scale for measuring person-environment
incongruence. A further objective w a s to examine the experience of
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person-environment incongruence in different types of university
environments and to explore relationships between this measure and
content analysis scales measuring emotional stress.
I used Schutz's analysis of the concept of 'definition of the situation' as
a s c h e m a for developing the Person-Environment Incongruence Scale.
The scale w a s initially tested by obtaining verbal and written samples on
students' experience of their first session at university. Samples of
students were selected from a large metropolitan university and a small
university in a provincial town. A proportion of the larger university
sample participated in an intervention which w a s designed to reduce
person-environment incongruence through the provision of social and
personal resources. Other established content analysis scales
assessing anxiety and hostility were used as measures of stress.
In the larger environment students without an intervention experienced
more person-environment incongruence and personal hostility than
students in the small environment. The students in the larger
environment w h o participated in the intervention experienced less
person-environment incongruence but not significantly less personal
hostility than the students w h o did not receive the intervention.
The major objective of the second study w a s to investigate whether it
w a s more constructive to be flexible or inflexible during transition to
university w h e n faced with person-environment incongruence. Students
were interviewed in a small university and two years later when the
university had increased in size. From the results of the first study I
anticipated that there would be greater person-environment
incongruence in the larger environment. Students were also provided
with an intervention which w a s designed to m a k e them more flexible in
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construing personal and interpersonal resources as well as being
sufficiently inflexible to perform effectively. I developed a content
analysis scale for detecting inflexible construction processes indicating
reification of personal and social resources. Other established content
analysis scales were used to assess anxiety due to difficulties
interpreting n e w experience, core anxiety, personal and social hostility,
utilisation of social resources, empowerment and fulfilment of situational
interests.
W h e n recent school leavers experienced more person-environment
incongruence in the small environment than in the large environment,
they also experienced more interpretive anxiety and less fulfilment of
situational interests. W h e n mature age students experienced more
person-environment incongruence in the large environment than in the
small environment, they also experienced less fulfilment, interpretive
anxiety and core anxiety.
In the small environment the intervention students maintained higher
levels of inflexibility. Without the intervention in the small environment
the students expressed more social hostility. These effects of the
intervention did not hold in the larger environment. Both intervention and
non-intervention students experienced a significant decrease in
inflexibility overtime. However, they did not experience a significant
increase in social hostility over time as the non-intervention students had
in the smaller environment. The only change to occur in levels of social
hostility w a s for the non-intervention students w h o experienced less
social hostility at mid-session than they had in the small environment.
There were no differences between this group and the intervention group
in the larger environment.
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I concluded that social constructivism provides a useful base for
linking the person and social structure and for developing interventions
which account for personal experience.
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Chapter One
A Social Constructivist Base for
Community Psychology
INTRODUCTION
In this chapter I will examine the general domain of community
psychology and the perspective it offers on psychosocial functioning and
intervention in organisational, institutional and community settings. I will
discuss conceptual models linking the person and social structure. I will
then outline the contribution which phenomenological sociology and
constructivist psychology can make to community psychology.

THE DOMAIN OF COMMUNITY PSYCHOLOGY
According to Dohrenwend (1978) community psychology is concerned
with reducing the amount of psychopathology in the community at large
and assumes that psychosocial stress is important in the causation of
psychopathology.
Murrell (I973, p.22) provides an initial synopsis of the main concerns of
community psychology:
Community psychology is the area within the science of psychology
that studies the transactions between social systems, networks,
populations and the individual, that develops intervention methods
which improve person-environment fits, that designs and evaluates
new social systems and from such knowledge and change seeks to
enhance the psychosocial opportunities of the individual.
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It is the emphasis on transactions between individuals and social
structures which is the novel aspect of community psychology. In this
respect it can be distinguished from the community development tradition
which has a more global concern with the welfare of communities.
Community psychology emerged from the community mental health
movement through the realisation that the causes of a person's problems
are not solely within that individual. A fundamental proposition of
community psychology is that the locus of a problem m a y lie within a
person's social structures. The failure of the community mental health
movement to adequately consider the interaction of people and social
structures receives considerable attention in community psychology.

The Historical Roots of Community Psychology
A c o m m o n assertion of historical anthologies of the community mental
health movement is that it w a s mainly concerned with changes in the
delivery of health services (Murrell, 1973; Sarason, 1974; Rappaport,
1977). Such concerns were derived from a number of social issues which
received a great deal of attention in American society in the early I960's.
American society w a s struck by the enormity of its problems of poverty,
racial strife and social disintegration. It w a s also realised that the
resources needed to deal with these problems were not available.
Health services were allocated huge amounts of financial resources to
rectify this situation. The concepts of community health were introduced
info Australian health services under similar conditions (Bazeley, 1977).
A general principle under which a community health service operates
is that it has a clearly articulated responsibility to the community in which
it resides. According to Panzetta (1971) the concept of a catchment area
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has been commonly used to define the community being served. The
general aim of a community health service is to improve the health
(mental and otherwise) of a community (Aponte, 1977). This
responsibility to a particular geographic community or a population at risk
has radically altered the delivery of health services. People in a
community w h o previously had little access to health services because of
their financial resources and the availability of suitable types of service,
were provided with services which were designed to cater for their needs
(Sarason, 1973).
Services were m a d e more suitable by attempting to deal with the
health problems of people in context. Services were moved out of the
confines of the clinic or the psychiatric hospital into community settings.
The type of service delivered emphasised the development of people's
competence and this became a major feature of definitions of mental
health (Aponte, 1977; Bazeley, 1977; Dorr, 1977; Kelly, 1971b; Rappaport,
1977). Rappaport's (1977, p. 61) definition is representative - "Mental
health is defined as having the resources - a set of behaviours - that must
be available to an individual in order that she or he can cope with the
multi-faceted approaches of living". Dorr (1977) has defined competence
as any given strength, skill or resiliency necessary to deal effectively with
a given task or situation. If attempts are m a d e to improve the
competence of all people then the general health of the community will
be improved and fortified. A n emphasis on prevention in the delivery of
services is required if this goal is to be fulfilled . Kelly, Snowden and
M u n o z (1977) have provided a comprehensive review of the preventative
work conducted in this area.
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With this emphasis on fostering competence to deal with the
environment, psychologists have seen the need to assess the
environment as well as the person when treating people (Bender, 1972;
Viney, 1974). Such assessment should indicate the form of competence
which the environment demands. Holohan (1977) maintains that the
community mental health movement failed in this area. W h e n
psychologists from clinical backgrounds entered the community they
found themselves confronted with an array of situations which could not
be accounted for by their theories and language. They were limited to
conceptualising the relationship between individuals and their social
contexts in intra-psychic and psychodynamic terms.
The community mental health movement w a s criticised for supporting
the desirability of socialising people to societal norms (Rappaport, 1977).
The person w h o could not cope was regarded as a casualty of the social
system (Bloom, 1973). Adjustment to the demands of society was the
goal of intervention. S o m e commentators (e.g. Sarason, 1973,1974,
1977) maintain that these two sources of dissatisfaction led to the
development of community psychology. Forms of intervention and
theoretical models employed in community psychology will be reviewed
in the following sections.

Intervention in Community Psychology
Rappaport (1977, p. 53) suggests that:
Community psychology is at its best when it is responsive to
grassroots groups w h o require not treatment, cure, or re-education,
but support with political, social, and psychological resources. The
perspective for community psychology must be one of support,
cultural relativity, diversify and equitable distribution of resources.
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Community psychology must be based first on a social and ethical
value system which recognizes the right to be different; second, on
an ecological perspective which views all people of all cultures as
worthwhile in their own right; and third, on a belief in equal access
to material and psychological resources.
Rappaport (1977) has developed a useful taxonomy which
demonstrates the range of interventions within the domain of community
psychology. Rappaport discusses four levels of analysis which have
implications for intervention - (i) the individual, (ii) the small group, (iii) the
organisation, and (iv) the institution and the community.
Intervening at the individual level involves developing people's
resources so that they can fulfil the demands of the environment. Such
resources m a y include competencies as previously defined. Sarason
(1973, 1976) maintains that individually oriented interactions such as
those of community mental health and clinical psychology should be
separated from the interventions of community psychology. It is
suggested that such a separation is not necessary if interventions with
individuals are conceptualised in terms of person-environment
transactions. It is appropriate for community psychology to be concerned
with such intervention provided that interventions at other levels are also
considered. In s o m e settings a community psychologist m a y work at
developing individuals' competencies as well as endeavouring to
redistribute resources within a community for the purpose of maximising
people's satisfaction with their level of person-environment fit.
At the small group level, social problems are regarded as having been
created by interpersonal difficulties within primary groups such as family,
peer and work groups. The origins of problems are attributed to the
group rather than to individual members. Interventions m a y include
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attempts to enhance interpersonal communication or reduce conflict by
m e a n s of family therapy, interpersonal communication training or group
therapy.
At the level of the organisation social problems are created by a failure
to implement the values and goals of socialisation d e e m e d desirable by
social institutions. This failure is regarded as being due to deficient
organisational structures and administration. The solution to the social
problems generated lies in the development of new structures and
communication channels within these organisations.
At a higher level of analysis social problems are regarded as having
been created by institutions rather than individuals, small groups or
organisations. The problem lies in the nature of the political-economic
ideology and social policy which constitute work, educational and
welfare institutions. These institutions support and determine
relationships between organisations and communities. The solution to
social problems created is social change which aims to build
organisations based on "more suitable" institutional assumptions. This
m a y involve changing existing structures or creating new settings. The
choice will depend upon the specifics of the situation such as resources
available and beliefs concerning the worth of existing structures.
At the institutional level Rappaport is advocating a political role for
community psychology. Intervention is oriented towards giving
communities influence and control over the institutions which govern
their everyday life and psychosocial health. Rappaport (1981, p.15)
argues that empowerment should be a major focus of community
psychology. The aim of empowerment should be to enhance the
possibilities for people to control their own lives. Public policy which
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limits practice to designing and operating programs for social agencies to
use on dependent people should be questioned. Rappaport (1987,
p.121) states that "Empowerment conveys both a psychological sense of
personal control or influence and a concern with actual social influence,
political power, and legal rights." Community psychology "is interested in
mental health and individual competence because it seems to be
important for empowerment" (Rappaport, 1987, p.139).
S o m e community psychologists such as Dohrenwend (1978) oppose
this political orientation and argue that political change is not the domain
of community psychology. C o w e n (1985) argues that the focus of
intervention should be on prevention rather than empowerment.
Rappaport (1981) provides a solution to this argument in terms of
paradox and dialectics. H e argues that human systems are paradoxical
in nature. Divergent and dialectical solutions to social problems are
needed for the resolution of paradoxes such as the polarity of rights
versus needs or empowerment versus prevention. Accounting for one
side of the polarity will lead to the other side being ignored. Such
paradoxes need to be confronted by pushing them in the ignored
direction. The dialectic of community psychology is to recognise that w e
are often being pulled in two different ways at once and that w e need to
pay attention to both poles of such dilemnas.
Rappaport's stance is supported by others in the field. Wolff (1987)
argues that in dealing with community issues and the oppression faced
by the members of a community the intervener must be aware of the
political forces and processes involved in the social change required.
Gruber and Trickett (1987) have observed how the failure to develop
divergent solutions to a paradoxical power structure in a school setting
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led to inequality and disempowerrnent for the m e m b e r s of the community
using that school. Albee (1982) has delineated the political implications
for a variety of topics of concern to the community psychologist.
E m p o w e r m e n t is a multi-level construct with individuals, groups,
organisations, communities and social policies mutually influencing one
another. M e m b e r s of the community being assisted need to be regarded
as collaborators. Participation in decisions and activities will give a
greater sense of empowerment. A n empowerment ideology will create
more resources as it will be less dependent on professionals.
Intervention also needs to take account of the historical and cultural
context of the community. Individuals and settings adhere to a variety of
cultural assumptions and therefore diversity is required in interventions to
cater for these assumptions. Sarason (1972, 1974 ,1977) has discussed
at length the importance of accounting for the culture of the setting in
designing the intervention.
Rappaport (I977, p.63) suggests that it is reasonable to expect that the
problems of community psychology will require interventions at all levels
of analysis. Community psychology stresses that any intervention
requires a consideration of analysis and change at the institutional and
community level even though the intervention m a y be concentrating on
individuals, groups or organisations.
The domain of community psychology is far reaching, drawing upon
organisational psychology, community development and the politics of
institutional change. Its domain is not limited to the community of the
individual's h o m e and work life. Its concern with the impact of institutions
on the well-being of individuals m e a n s that it is concerned with life in
society as a whole and the impact that society has on the individual's
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everyday life. This is echoed in Rappaport's (1977, p. 2) statement that
"community psychology is concerned with the right of all people to obtain
the material, educational, and psychological resources available in their
society."

THE BROAD CONCEPTUAL BASES OF COMMUNITY
PSYCHOLOGY
The purpose of this section is to provide a brief overview of 'macro'
models of person and social structure and an exposition of theories
suitable for forming a model of psychosocial functioning.
The predominant conceptual approach which is cited as the base for
interventions in community psychology is the ecological perspective
(Holohan and Wilcox, I977; Kelly, I968; Sarason, I977). Such
interventions usually attempt to ascertain the demands of behaviour
settings within a community by using the research methods of Roger
Barker (I968). Each of the interventions implemented by Holohan and
Wilcox (I977), Kelly (I968), and Sarason (I977) attempted to redistribute
the resources within a particular community. The measures of personenvironment fit that were utilised usually endeavoured to ascertain
people's level of satisfaction with their environment. Insel and Moos
(I974); and M o o s (I973, I976), have reviewed other methods which have
been used in the analysis of environments.
As stated previously, a source of dissatisfaction with community mental
health w a s that it attributed the origin of a person's problems to his or her
failure to adjust to the demands of the environment. Community
psychology has endeavoured to explain h o w social systems or structures
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can be regarded as the origin of individuals' problems. The emphasis on
the distribution of resources within a community and the possible need
for redistribution is one example of this.
Holohan (1977) maintains that dissatisfaction with the intrapsychic
conceptual base of community mental health motivated community
psychologists to develop an adequate conceptualisation of personenvironment transactions. Community psychologists were initially
concerned with developing social systems theory as a more appropriate
framework for conceptualising social processes (Reiff, I970). However a
major shortcoming of a systems perspective was soon recognised by
practising community psychologists. Systems theory lacked a thorough
explication of the interrelationship of the individual and the social system
(Holohan, I977). A n ecological perspective was developed to cater
specifically for the emphasis on person-environment transactions.

The Ecological Perspective
The groundwork for considering ecology as a conceptual base for
community psychology was undertaken by James Kelly (I966; I968).
Kelly attempted to define the nature of human communities and the
principles governing interrelationships between individuals and human
communities and then applied these principles to the issue of improving
person-environment fit.
Kelly's conceptualisation of the human community employed
analogies from biological ecology. Biological ecology is essentially the
study of the relationships between living organisms and their living and
non-living environment (Ambrose, 1977). A major proposition of ecology,
the ecosystem principle, suggests that behaviour of a species within a
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community is dependent upon the interaction of the biotic (living) and the
abiotic (non-living) aspect of the species' habitat. Kelly (I968) applied
this principle to h u m a n behaviour and suggested that physical and social
settings within a community d e m a n d certain forms of behaviour. This
thesis already had s o m e support from the work of Roger Barker (I963;
I965; I968). Kelly's work relies heavily on Barker's theory and empirical
investigations. Barker attempted to develop a taxonomy which would
specify the sort of behaviour that w a s likely to occur in various settings
within an American midwest town. With a large collection of descriptive
data he w a s able to demonstrate that the behaviour of people within the
town w a s largely dependent upon the nature of the setting in which they
were located. However, Barker's work is deficient in that he did not
investigate the processes through which behaviour becomes dependent
upon the nature of a setting. Although he recognised the role of
variables which mediate between a setting and a person's behaviour, his
studies are not concerned with such factors. This neglect raises s o m e
doubts as to the usefulness of the ecological perspective in explaining
person-environment transactions.
Kelly (I968) utilised the behaviour setting principle and other
ecological principles in conceptualising h u m a n coping behaviour. Kelly
suggested that the nature of the settings, within a community d e m a n d s a
specific style of behaviour from people if they are to cope or survive in
that environment. Whether people can fulfil these demands depends
upon whether they have access to the resources which enable them to
behave in the prescribed fashion. If people do not have access to such
resources then they m a y not be able to survive in that community.
Alternatively, more tolerant people m a y be able to survive by increasing
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their "niche breadth", i.e. by choosing another setting within the
community in which to reside.
The distribution of resources within a community is an important factor
to consider in planning interventions that are designed to improve the
coping behaviour of people residing within a community. The community
psychologist m a y need to consider improving the utilisation and recycling
of resources and possible redistribution of resources within a community.
The ecological principle of succession suggests that the evolution of
natural communities is characterised by progressive changes in species
structure, in organic structure and in energy flow which leads to more
complex communities (Kelly, I968). Hence the demands of the
environment will change over time requiring changes in adaptive styles
of behaviour. Kelly maintains that analysis and interventions with a
community need to incorporate a time perspective in order to account for
community change.
The foregoing briefly outlines the way in which the ecological
perspective conceptualises person-environment transactions.
Congruence between people and their environments depends upon their
access to resources which enable them to behave in the manner
demanded by settings within the environment. This, in turn, depends
upon the distribution of resources within the community.

Community Psychology's Unique Contribution
Historically, the concerns of community psychology have been catered
for by the traditions of community organisation and development
(Kramer, I969; Zald, I965), organisational psychology and the politics of
institutional change.
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Community psychology can be distinguished from these traditions in
that, within the study of the transactions between individuals and social
systems, community psychology is primarily concerned with the
individual, particularly with the relations between social structures and
the mental health of the individual. Community psychology seeks to
identify specific person-environment transactions as psychologically
debilitating or health promoting. Community psychology endeavours to
develop w a y s of improving the quality of specific person-environment
transactions by modifying personal resources, environments or both
(Engleberg, I978).
The concerns of community development are usually much broader
than an emphasis on the mental health of the individual. The field does
not employ a theoretical perspective of person-environment transaction.
It is usually quite eclectic in approach or employs systems theory which,
as Holohan (I977) suggests, is not suitable for understanding individuals
and their transactions with their environment. The utilisation of a specific
theoretical perspective is indicative of the use of scientific method. Such
method usually requires s o m e conceptual clarity and attempt at
theoretical model construction. Community psychology's use of scientific
method can be regarded as its most unique and useful contribution. A s
will be demonstrated, scientific method can provide a m e a n s of
systematising the analysis and evaluation of interventions.
At a simple level, science consists of a set of rules which determine
h o w the world is to be viewed and examined. This set of rules is created
by m e m b e r s of the scientific community. T h e general advantage of this
set of rules is that it enables research to be more systematic and more
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objective in that other people are able to understand the nature of the
research carried out.
The form of research usually conducted in community psychology is
action research (Cherns, I969). Kelly (1968) describes the various forms
of methodology involved. Such research typically begins with naturalistic
observation. A survey m a y be implemented in order to provide data
which describes the parameters of the problem. The intervention is then
defined and attempts are m a d e to control extraneous factors. The effects
of the intervention are then assessed and compared with baseline data.
The results can be used to assess the effectiveness of the intervention
and to suggest modifications to the programme (Atkin, I972).
A number of writers suggest the importance of developing a theory
prior to implementing an intervention (Atkin, I972; Fiske, et al., I970;
Sherif, I968). Theory building is a task which is basic to any research
process. Theory provides a m e a n s by which researchers can perceive
order in their perception of the world related to the research problem.
More formally "A theory consists of empirical data plus an interrelating
structure which tells us how one piece of information has relevance for
another" (Popper, I96I, p.42). The formal statement of a theory m a y also
help to manifest relationships between concepts which have been
previously overlooked.
Theory is invaluable to practitioners such as community psychologists.
The main benefit is that it helps to systematise analysis of a situation.
The theoretical framework can then be used to suggest the most
appropriate and effective type of intervention which could be employed.
If a "realist" stance towards science and theory building is adopted
(McLaughlin, I967) (in contrast to the "instrumentalist" position) the major
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function of a theory is to explain the principles underlying certain
phenomena. Such an approach encourages the formulation of n e w
hypotheses and generates new directions for research. The advantage
of this stance for practitioners is that through understanding the principles
underlying certain phenomena they m a y be able to apply these
principles in explaining problems which have not been previously
encountered. This m a y facilitate the improvisation of measures to deal
with such problems. The validity of such explanations and the
effectiveness of the interventions utilised can then be tested by empirical
research. The realist approach to science is appropriate for the
discipline of community psychology, where new definitions of problems
are being developed.
S o m e writers have decried the use of scientific methods within the
domains of the helping profession (Colby, I964; Lazarus, I968). They
have maintained that such professions are similar to the arts and crafts.
The artisan relies on an incomplete body of knowledge, traditionally
passed on from master to apprentice (Colby, I964, p.349). The use of
scientific method and theories is regarded as inappropriate.
It is suggested that despite their aversions to science these artisans
and craftsmen actually do abide by a theory. A s George Kelly (1955)
suggests, people place constructs on their world. Such constructs are, in
his view, interrelated and interdependent. They enable practitioners to
perceive order in the environment and facilitate a plan of action. This
system of constructs is essentially a theory which can be labelled
c o m m o n sense. Artisans and craftsmen in the helping professions
depend on such theories w h e n practising their trade.
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As Cambell (1953, p.289) has argued: "Views of the practical men are
usually derived from assumptions and arguments, no less complex than
those on which theory is based, they are more and not less liable to error
because they are less openly expressed." Hence, it would seem wise to
make all implicit theories quite explicit. Such explication encourages the
detection of unwarranted assumptions and inconsistent conclusions.
Even at the very worst, theory helps to pinpoint ignorance and m a y
provide a "best fit" for discrepant data (Burton, I974).

Limitations of the Ecological Perspective
As will be demonstrated, the ecological perspective has limited utility for
s o m e areas of intervention within community psychology. The concepts
utilised in this perspective do not provide sufficient detail to explain the
relationship between individual psychology and the social context. The
perspective relies mainly on Barker's work which was largely descriptive
and not concerned with the psychological processes involved with
person-environment transactions. Crucial questions such as how a
setting demands certain forms of behaviour are left unanswered.
Knowledge of such processes would enhance the development of
appropriate analyses and interventions in community psychology.
The type of taxonomy developed by Barker could be used to suggest
possible settings which could create more positive forms of coping
behaviour. These suggestions would be limited to settings already in
existence which had already produced positive coping behaviours. The
absence of explanatory processes in this type of perspective does not
encourage creative development of n e w resources.
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Such limitations are seen as being due to the type of scientific method
adopted in Barker's work. The form of science is instrumentalist
(McLaughlin, I967), being characterised by a mechanistic model of man,
a H u m e a n conception of cause and a logical positivist methodology
(Harre and Secord, I972). If a "realist" stance had been adopted and an
attempt had been m a d e to uncover the principles by which people
behave according to the d e m a n d s of the environment, then presumably
entirely n e w types of settings could have been created according to such
principles and their implications.
A further limitation of the ecological perspective is the lack of detail
provided on the ways in which aspects of the environment interact with
the characteristics of individuals. Kelly (1968) and M o o s (1973, 1976)
attempt to cater for the interaction of the characteristics of individuals and
settings in their research. However there is limited discussion of the
theoretical pre-suppositions which underlie their selection of these
individual variables. This is an unfortunate limitation as the major
contribution of the ecological perspective is its attempt to account for the
interaction between environmental attributes and individual
characteristics. Kelly (1968) admits that the ecological perspective lacks
a detailed theory of social behaviour.
Rappaport (1977) reviews a variety of alternative psychological
theories ranging from social learning and operant theories to semicognitive approaches. Rappaport (1977) recognises the limitations of
social learning and behaviour modification theories in that the
generalisation of behaviour from one setting to another is not very
consistent. A further criticism is that the goal of such techniques as
behaviour modification is conformity to middle class norms. The theories
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fail to consider the socio-political context of behaviour primarily because
of the emphasis on the individual organism. Nor do such theories
consider the ways in which behaviour is linked to social structures or the
origin of such social structures.
Rappaport (1977) attempts to tie together these diverse theories and
link individuals to social structures with the use of Sarbin's (1970) role
theory. Sarbin conceptualises the environment in terms of four different
ecologies in which people need to locate themselves. Intervention m a y
be necessary w h e n people have difficulty in locating themselves in these
ecologies.
In the self maintenance ecology the development of competencies and
skills is required. Rappaport suggests that behaviour modification and
cognitive social learning theories are applicable in this ecology.
The normative ecology requires people to understand themselves and
their behaviour. Psychodynamic theory is regarded as useful for this
purpose. The transcendental ecology requires people to place
themselves in a perspective of absolutes and to develop a metaphysical
perspective. Useful frameworks suggested are existential-humanistic
psychology, religion and philosophy. In the social ecology a people
needs to know w h o they are in relation to others - to clarify their social
identity and social status. Appropriate interventions m a y involve
changes in role relationships at an institutional or an interpersonal level.
Sarbin's theoretical framework is a syncretistic attempt to link people
with the environment and social structures. Behaviour modification,
social learning, psychodynamic existential and humanistic theories are
incompatible. They employ assumptions concerning the nature of
people which are widely divergent. The theories negate one another in
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their propositions, e.g., behaviourism considers the assumptions of
psychodynamic theories to be totally unnecessary. There are also
practical difficulties with this framework. Each of these theories has
different conceptions of the healthy person and hence each has different
goals for change. The theories indicate an array of possibly disparate
goals and interventions for the practitioner to choose from.
Theoretical models utilised in community psychology have not
provided a comprehensive conceptual base for research or practice.
There is a lack of detailed explanation of the processes which mediate
between individuals and the physical and social environment. The
discipline has a limited theoretical framework for integrating analysis and
intervention. Holohan (1977) suggests that the ecological perspective is
not meant to be a tightly defined theoretical model. "Rather it serves a
role as a conceptual backdrop for a number of important contemporary
developments in community psychology, which share an underlying
emphasis on the transactional relationship of person and environment"
(p.293). Community psychology could benefit from a wider and more
critical explication of the nature of these transactions.
The limitations of the theoretical frameworks employed in community
psychology are in part due to the limited sources from which the
discipline has developed its basic theories. A n indication of why
community psychology has ignored other disciplines is provided within
the recent debate over whether empowerment or prevention should be
the central concern of community psychology. Rappaport (1987, p.132)
discusses the inadequacy of "any single monolithic program type,
including those operated at the macro-social level by well-meaning
professionals." His statement suggests a disregard for wide ranging
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analysis as it m a y tend to be somewhat removed from the exigencies of
intervention in the field. It is suggested that without a broad conceptual
base social interventions will not adequately account for the relationships
between people and social structures.
The following sections of this thesis will review other contributions
which have been m a d e to the study of person-environment transactions
and an alternative theoretical base for research and practice in
community psychology will be outlined.

THE PERSON AND SOCIAL CONTEXT
Historically, conceptualisation of the relationship between individuals
and their social and physical environment has been the domain of social
philosophy and the social sciences such as sociology and social
psychology. The models derived have generally focused on either the
person, society and the interaction of person and society.
Contributions from psychology which focus on the person are
concerned with the way people perceive and structure their environment.
The individual's response to the environment is based on that person's
unique way of perceiving the environment (Weinstein and Frankel,
1977). Reality is not regarded as an independent material substance.
The theories of Kelly (1955) and Husserl (1927) are representative of this
viewpoint. A criticism leveled at these theories is that they fail to consider
the nature of pre-existing social structures and social "facts" (Holland,
1976).
Theoretical approaches which have endeavoured to take account of
"the given" have focused on the nature of society and the physical
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environment. The perspective in psychology which contributes to this
approach is that of situationism (Allport, 1976; Bowers, 1973). The
perspective is best characterised by traditional learning theories, social
learning theories and operant theories. These theories assume that all
behaviour is a function of the environment. Any contribution of the
person to the outcome of behaviour is regarded as a reflection of earlier
environmental contingencies.
An attempt in social ecology to represent this position is that of Bijou
and Baer (1965, p.86). They suggest that behaviour is controlled by the
characteristics inherent in the nature of things in the environment. The
nature of the mechanism which controls the behaviour is that it produces
a stimulus feedback when responded to by a person. The stimulus
feedback is called an ecological reinforcer. It is the ecology of the
environment and not the characteristics of the behaviour which
guarantees this reinforcement. The ecological concept of niche is
defined purely in terms of habitat - the physical characteristics of the
environment. The work of Kelly and Barker is compatible with this
position.
Theoretical contributions from sociology have focused on the way
society moulds and socialises people. According to Berger and Pullberg
(1965) such theories regard society as a thing-like facticity standing over
against its individual m e m b e r s with coercive controls moulding them in
its socialising processes. The theories of Durkheim, the structural
functionalists and the systems theorists represent this perspective.
The concepts of structure and function are central to these theories.
Johnson (1961, p.51) regards the structure of a social system as
including partial structures "(i) sub-groups of various types,
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interconnected by relational norms, (ii) roles of various types, within the
larger system and within sub-groups. Each role system is also
connected with others, through relational norms, (iii) regulative norms
governing sub-groups and roles, (iv) cultural values". These partial
structures maintain the stability and regularity of the social structure.
According to Johnson every society has certain sorts of needs or
problems which have to be solved if that society is to stay together.
W h e n conformity to any partial structure makes a contribution towards
meeting the needs of a social structure, that partial structure is said to
have a function for the system. These concepts of structure and function
are the context in which the relationships between person and society
are conceptualised. The person is construed in terms of the role he or
she plays in a particular substructure and the way this functions to
maintain the overall structure.
The failure of theoretical positions which focus on society is that they
neglect the role of the individual person in the construction of society.
They fail to consider the origin of society, social structures and culture.
These are merely taken as given. A s w a s previously mentioned,
community psychologists had at one stage utilised systems theory but
had found that the theories failed to explicate the relationships between
individuals and social systems. What is required is a comprehensive
theoretical framework which can incorporate sociological realities that
are taken as given as well as the various processes involving individuals,
through which such realities become given.
Several theoretical frameworks such as those of H o m a n s (1961) and
Aranoff (1967) have endeavoured to incorporate these two factors.
However, they fail to fully explain the nature of h u m a n behaviour and pay
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insufficient attention to the way in which individuals create social
structures.

SOCIAL CONSTRUCTIVISM, PHENOMENOLOGICAL
SOCIOLOGY AND COMMUNITY PSYCHOLOGY
A theoretical approach which accounts for individual and social
processes and can provide a useful conceptual base for community
psychology is represented by the work of phenomenological sociologists
such as Berger and Pullberg (1965), Berger and Luckmann (1967) and
Schutz (1967). Their work provides a conceptual analysis which can be
used as a base for more fully investigating person-environment
transactions. This work is representative of social constructivism, a
contemporary movement in psychology and sociology (Gergen, 1985;
Rychlak, 1981; Watzlawick, 1984).
Gergen (1985, p.266) states that "Social constructionist inquiry is
principally concerned with explicating the processes by which people
c o m e to describe, explain, or otherwise account for the world (including
themselves) in which they live." Constructivism challenges investigators
to examine the way in which social structures and social knowledge is
actively constructed as a joint co-operative enterprise.
The challenges of constructivism have been taken up by interveners in
the family therapy tradition (McLeod, 1988) and in counselling and
psychotherapy (Viney, 1988; Ivey and Simek-Downing, 1980).
Community psychology does not appear to have been influenced by this
movement. The major purpose of this project is to examine the concepts
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supported by social constructivism and explore their utility for community
psychology.

The Dialectic of Social Action and Social Structure
Berger and Pullberg's (1965) analysis is concerned primarily with
sociological theory. However, its phenomenological roots provide a
m e a n s of explicating the relationships between individual people and
their social context. They discuss the contributions of Weber and
Durkheim to sociological theory as a means of contrasting the view of
society as an embodiment of human actions and society as an external
facticity standing over and against human activity. They maintain that
sociology can accomplish its tasks only if it incorporates both of these
theoretical positions. They suggest that a highly abstract edifice which
can seemingly house both positions but ignore the problems arising out
of such an integration would be most unsatisfactory. What is needed is a
thorough consideration of the problem of how subjectively intended
meanings (embodied in human actions) become objective facticities
(aspects of the social structure) or simply, h o w it is that human activity
should produce a world of things.
Berger and Pullberg (1965) suggest that it is necessary to understand
the production of society as a dialectical process, i.e. people produce
society and are in turn produced by it. Berger's use of the term dialectic
is different to the way it w a s used by Plato, Hegel, or Marx. His use is
roughly synonymous with the term interaction or interplay (Wisdom,
1973). Berger's use of the term emphasizes the sustained character of
this interplay.
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In order to explain this dialectic process, Berger and Pullberg utilise
insights derived from a phenomenological analysis of social life as well
as the Marxian concept of reification. In order to explain the way people
produce society, Berger and Pullberg (1965, p.201) utilise a
phenomenological analysis of action which draws upon the work of
Alfred Schutz (1967, 1974). According to Schutz's analysis, people are
acting beings. T o act m e a n s to modify the world experienced as given,
so that it constitutes a meaningful totality. This totality of meaning is
broken up into finite provinces of meaning, comprised of situations in
which particular types of acts take place.
The meaning for these acts is derived from the motives people have in
carrying them out. Such motives are determined by the interests people
have in these situations, which are in turn dependent upon people's
plans and principles for their lives. The way in which these acts are
performed is dependent upon the knowledge which is d e e m e d relevant
to the interest at hand. This relevant knowledge specifies the actions
which need to be performed for the fulfilment of an act. People as acting
beings are constantly involved in constructing the world as a meaningful
totality. "The world is the result of action of people totalising their
experience as they engage in action. H u m a n subjectivity is objectivated
in the world produced" (Berger and Pullberg, 1965, p. 202).
The h u m a n enterprise of producing a world is a social process rather
than an individual project. Together people engage in constructing a
world which becomes a c o m m o n dwelling. The reality of this shared
world is not fixed and unchanging. Rather it is constructed and
reconstructed, confirmed and reconfirmed as a joint enterprise. The way
in which this enterprise takes place can be explained with reference to
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Schutz's analysis of the social world, particularly his analysis of social
action and interaction (Schutz, 1967).
Social structure is partly the relevant knowledge people develop to
govern the w a y s in which they act together in the joint enterprise of
constructing a social world. It is the medium for the production of a world
while at the s a m e time it is a produced m o m e n t of that world (Berger and
Pullberg, 1965). Social structure is produced by people and in turn
produces people as social beings. For Berger the dialectical processes
most important to h u m a n experience are between self identity and the
bodily organism and between the self and the socio-cultural world.
Culture is created by and placed in a biological setting. Culture in turn
reimposes its o w n constraints upon the biological setting. The interplay
between the two continually gives rise to changes in both.
Berger (1967) describes this interplay in terms of the interaction
between externalisation, objectivation, and internalisation. Through
social action society is externalised and constructed as objective reality.
Internalisation of the objectivated world occurs through socialisation.
Throughout life individuals are introduced to the tasks, roles, and
identities that m a k e up the social structures of the culture. The world is
passed from one generation to the next through this socialisation
process. Through internalisation the individual b e c o m e s a product of
society. The objectivated world is reabsorbed into consciousness so that
the structures of the world determine the subjective structures of
consciousness. The individual comprehends the objective world while
identifying with it and being shaped by it. This dialectic is a collective
process in which the individual participates. The individual cannot
experience the process in isolation.
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Culture
People create a world of socially constructed meaning. These meanings
are objectified in artifacts of culture such as ideologies, belief systems,
moral codes and institutions. These meanings are reabsorbed into
consciousness in the form of definitions of reality, moral codes of
personal and collective behaviour, rules of social discourse and general
recipies for daily living. Society is a segment of this culture. Signs serve
as measures of subjective meanings. Language joins together different
temporal and spatial realms of everyday reality into a meaningful whole.
An intersubjective reality can be created through language. Through the
use of symbols language can transcend provinces of meaning to provide
a paramount reality for everyday experience. Culture is the socially
constructed world of subjectively and inter-subjectively experienced
meanings which form the base of social life. Culture is the reflection of
the world within human consciousness (Berger and Luckmann, 1966).
Culture is fluid and society is perpetually in motion through the creation
and recreation of social reality.

Reification
Berger and Pullberg (1965) suggest that on the level of pure possibility,
social structure provides an open horizon for peoples' actions. However,
on the level of actual historical experience, social structure narrows the
horizons within which life is allowed to m a k e sense. Social structure is
encountered as a coercive instrumentality, as an external facticity.
Society constrains and m a y even destroy the individual through
agencies of social control. Through agencies of socialisation society
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penetrates into the consciousness of individuals moulding them into
socially desirable beings. If this process of socialisation is successful this
regulative process takes place almost automatically.
Berger and Pullberg suggest that social structure c o m e s to be taken
for granted, as objective reality through a process of reification. By
reification they m e a n the process through which the products of people's
actions b e c o m e the standard of objective reality. This process is derived
from objectivation, "the process whereby h u m a n subjectivity embodies
itself in products (through action) that are available to oneself and other
people as elements of a c o m m o n world" (Berger and Pullberg, 1965,
p.199). Through objectification people establish distance from these
products and their production - they b e c o m e objects of their
consciousness. The unity of the producing and the products is broken
through a process of alienation. Through alienation people forget that
they have produced the world they live in. Reification is the m o m e n t at
which the alienated products of people's activities b e c o m e the standard
of objective reality. Reification is essentially objectification in an
alienated mode.
Objectivation and objectification are anthropologically necessary.
They are a "natural" part of being in the world. Alienation and reification,
however, are "de facto" characteristics of the h u m a n condition. They
need not necessarily occur. In this condition actions are seen as
standing separately from their performer. Types of actions are conceived
as roles and the actor as an embodiment of roles; x-type actions are
performed by x-type persons. People then act in "false consciousness"
that they have no choice because they are bearers of this or that role.
Institutions are reified by mystifying their true character as h u m a n

A Social Constructivist Base for Community Psychology

29

objectivation and by defining them as supra-human facticities analogous
to the facticities of nature, e.g. the economy, the state, the nation. The
end result of the various reifications is that the dialectical process in its
totality is lost and is replaced by an experience and conception of
mechanical causality. "Reification minimises the range of reflection and
choice and automises conduct in socially proscribed channels. It comes
close to being a functional imperative-necessary for the maintenance of
the social structure" (Berger and Pullberg, 1965, p. 199).

Institutionalisation
Berger and Luckmann (1967) suggest that institutions originate in human
activity which has b e c o m e habitualised. Institutionalisation has occurred
w h e n habitualised actions are commonly recognised by individuals in
society as a specific pattern or type. Institutions create patterns of human
behaviour which are socially stable and provide predictable routines.
They also provide a sense of intelligibility and continuity to h u m a n
experience. In the background of everyday experience institutions
provide 'ready made' c o m m o n sense definitions of everyday life
situations.

In the foreground individuals are making choices, creating,

innovating, and manipulating the social world. Social control only
becomes necessary in situations where institutionalisation has not been
entirely successful. Through the process of reification institutions are
resistant to change. They are maintained by implicit and formally explicit
claims to legitimacy. This legitimacy possesses a degree of moral
authority which encourages conformity. Language is the m e a n s by
which the meaning of institutional history and tradition is transferred in
the socialisation process.
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Roles represent the institutional order and mediate specific sectors of
the c o m m o n stock of knowledge relevant to activities appropriate to a
role (Berger and Luckmann, 1967). This division of knowledge generally
corresponds to the division of labour. Knowledge of specific roles
enables the formation of identity which provides the m e a n s by which
people understand themselves and others. Each roles has a particular
identity associated with it. The roles an individual carries out in everyday
life create an identity set for which the occupational identity is usually
paramount.
Berger (1963a) suggests that there are pressures to achieve a level of
consistency in the roles individuals play and hence in the identities they
assume. These roles m a y be reified to the extent that individuals totally
identify themselves and others with their socially assigned roles. T h e
social structural conditions of socialisation are the basis of identify
formation. Berger and Luckmann (1966) discuss the role of social class,
race, ethnicity and gender in the development of individual identity.
Socialisation is more likely to be successful in societies with a simple
division of labour and hence a minimal distribution of knowledge. In a
more diverse culture the individual experiences m a n y possibilities for
living and the rate of successful socialisation is less. Different
perspectives on society and identity are also more likely to occur through
a process Berger describes as alternation.
The credibility of an individual's current reality is maintained through
conversation with others, particularly significant others. Berger relies on
the metaphor of the individual as an actor playing out roles in a drama. It
is only through processes of alienation that role bound identity and
behaviour occurs.
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Knowledge allows people to integrate institutional orders and to locate
their identities and personal relevances within such orders. Pretheoretical or c o m m o n knowledge is organised into myths, beliefs,
values, maxims, morals and 'wisdom'. Such knowledge governs
institutional conduct (Berger and Luckmann, 1966). Beyond c o m m o n
knowledge there are more formal schemes the highest of which is the
symbolic universe: "bodies of theoretical tradition that integrate different
provinces of meaning and encompass the institutional order in a
symbolic totality" (Berger and Luckmann, 1966, p.95). C o m m o n
traditions are religion, science, and philosophy. "Religion is the
audacious attempt to conceive of the entire universe as being humanly
significant" (Berger, 1967, p.28). Collective symbolisations of the cosmos
serve as a symbolic universe or canopy over the world of everyday life.

Legitimation
Berger maintains that all knowledge performs legitimating functions. Pretheoretical knowledge legitimates the structures of everyday life. The
symbolic universe has important legitimating functions. Ideology is a
special form of legitimation supporting vested interests of sectors of
society. Reality m a y be distorted to justify these interests. Ideological
thinking m a y be linked to larger symbolic universes for the purpose of
legitimation. A n individual's plurality of roles, competing priorities and
overall identity can also be meaningfully integrated through a symbolic
universe (Berger and Luckmann, 1966). Individuals m a y maintain a
notion of their true self grounded in a cosmic reality which remains
constant despite contradictory experiences of everyday life. The
everyday reality of culture is sustained mainly by symbolic universes
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within the social stock of knowledge. This reality is further maintained by
"universe-maintaining conceptual machinery" such as therapy and
nihilation (Berger and Luckmann, 1966, p. 133). They maintain that
psychotherapy is oriented to ensuring that the reality of potential or actual
deviants is bought back into line. Processes of nihilation ensure that
p h e n o m e n a which stand outside of the institutionally accepted reality are
assigned negative or inferior status. T h e maintenance of culture
depends upon the presence of a social base and process which Berger
terms a plausibility structure. This plausibility structure is organised
around the individual's relationships with significant others. At a macro
level the coherence and stability of the reality of society is dependent
upon its plausibility structures such as the symbolic universes already
mentioned.
W u t h n o w (1984) suggests that one of the weaknesses of American
social psychology has been its inability to account for social structure and
link the micro and macro social worlds. W u t h n o w suggests that Berger
has built a bridge between these two spheres through his synthesis of a
theory of institutions within a dialectical social psychology. T h e link is
provided by his description of role as "institutionally located, socially
bestowed by significant others and subjectively appropriated into
consciousness" (Wuthnow, 1984, p.54). His synthesis has allowed
micro-sociological p h e n o m e n a to be placed within the context of social
structure without that structure being reified into a lifeless static form.
Within the sociological tradition W u t h n o w regards Berger as having
succeeded in bridging the gap between the Weberian social definitionist
paradigm and the Durkheimian social factist paradigm.
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Culture a n d Social C h a n g e
Berger's main work in the area of culture and social change has been on
the effects of modernisation upon human consciousness. Socio-cultural
pluralism in modern society is manifested in disparate and co-existing
values, morality, and belief systems. This pluralism w a s initially created
through urbanisation and more recently through mass communication
and public education. Thus in everyday life there are disparate life
worlds which m a y undermine the taken for granted status of an
individual's beliefs and values.
Berger argues that there is a clear split between the public and private
spheres of everyday life. The public sphere is dominated by enormous
public institutions. These bureaucratic megastructures dominate most of
everyday life except for the private sphere which is m a d e up of activities
surrounding the family, voluntary associations and a network of primary
social relationships.

Deinstitutionalisation
Deinstitutionalisation occurs when the background to social life (which
provides patterns of behaviour to conform to) begins to erode and the
taken for granted is now seen as a range of possible choices.
Modernisation has led to increasing deinstitutionalisation but mainly in
the private sphere. This is largely due to pluralism whereby the
normative claims of disparate world views in close proximity to one
another cancel each other out.
In the 'Homeless Mind' Berger, Berger and Kellner (1973) suggest that
modern identity is relatively differentiated because of the plurality of
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modern culture whereas in pre-modern societies the life world was
relatively coherent. S o m e aspects of identity are relatively permanent
whereas others are quite open. Vocation w a s previously tied to kinship.
Through deinstitutionalisation modern individuals are now left to decide
from a range of possibilities w h o or what they want to be. The modern
view of vocation also allows the individual to change stream and identity.
Berger recognises that the open-ended quality of identity can be stressful
because of the shifting definitions held by self and others. H e also notes
that the modern identity is more open to reflection. Through a process of
subjectivisation or inward reflection, morality and conduct are now
subject to choice. Modern identity is also very individualistic with
individual freedom, autonomy and rights being regarded as moral
imperatives (Berger, 1979).
Another way Berger (1970) conceptualises changes in identity is in
terms of honour and dignity. Berger suggests that the term honour has
become obsolete. The disintegration of formal institutional structures
within which status boundaries are expressed has m a d e the sense of
honour redundant. In its place lies dignity: intrinsic humanity stripped of
all socially imposed roles or norms. Such freedom has its costs in terms
of the crisis of modernity: a deepening condition of hornelessness.
Resistances to modernity have taken the form of anti-modern
ideologies and movements; for example counter-cultural ideologies,
resurgence of religious fundamentalism, neo-romanticist trends in art and
literature. Berger contends that a n e w class has arisen whose world
view is that of secular humanism. This class is the most modern in
h u m a n history and is susceptible to the discontents created by modernity
(Berger, 1981). This class has the capacity to synthesise modernist and
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anti-modernist themes. The totalitarian vision of this class is to integrate
these disparate worlds of individual and collective experience into a
sense of at-homeness (Berger and Berger, 1972).

Social Change and Reification
Berger and Pullberg (1965) insist that although reification m a y be a defacto reality of h u m a n existence it is not an anthropological necessity.
They also insist on the theoretical possibility of de-reification. They
suggest three possible situations in which it m a y occur: (i) the overall
disintegration of social structures through natural or person m a d e
catastrophes; (ii) the experience of culture shock; and (Hi) within
individuals or groups w h o are socially marginal through choice or
circumstance. Such situations m a y lead to the disintegration of people's
taken-for-granted worlds or at least a crisis in knowledge in which people
are confronted with alternative ways of perceiving the world and ordering
their life within it.
The concept of de-reification has implications for interventions in
community psychology. The analysis suggests that empowerment of
individuals and communities requires the de-reification of social
structures in which they participate. This involves people recognising
that the social structures they have reified as objective reality are
products of their o w n intentions and actions. The processes of alienation
and objectivation need to be reversed so that people can realise that
alternative collective action is possible if the taken for granted aspects of
everyday reality are called into question. Without this process of dereification processes of empowerment are hindered by the
institutionalised reality of communities.
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At the level of the individual the depth of Schutz's analysis of action
provides a conceptualisation of h u m a n action within society which can
be used in community psychology to describe person-environment
transactions. Interventions at this level could include enhancing people's
competence. This would involve training people to use appropriate
strategies and skills for dealing with situations, as in other formulations of
competence. Schutz's analysis also suggests that if people are to master
situations effectively then they need to have a clearly defined system of
interests based on a set of life plans. People need to have clearly
defined interests so that they can choose outcomes they would prefer for
a situation. They can then draw upon relevant knowledge which
suggests strategies for realising the preferred outcome. This formulation
differs from previous conceptualisations of competence and is worthy of
empirical investigation.
The concept of de-reification can be employed in individual
interventions concerned with clarifying people's interests and relevant
strategies. The major implication of the concept is that people could be
encouraged to question the validity of interests, life plans and careers,
and relevant social structures which have been derived from their
socialisation. Individuals m a y then be faced with the problem of
developing alternative strategies and social structures if they decide that
they do not want to live according to the taken for granted routines of
everyday life.
Alternative social structures b e c o m e necessary for "de-reified"
individuals if they are to continue participating in a social world which will
satisfy their collective interests. There m a y be a need to promote
"collective de-reification". Such processes m a y occur with community
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action groups and political parties. Such collectives m a y provide a social
structure through which people can interact for the purpose of pursuing
c o m m o n goals.
Planned social change needs to address the social rules and overarching values and ideologies which m a k e up the social structures of
small groups, organisations, communities, and institutions. The ways in
which personal and social traditions have been reified into object life
facticities need to be taken into account in the planning of such change.
At the personal level these reifications amount to personal tradition and
psychological defences which defend routine and habitual patterns of
daily activity. Change needs to take account of such defences so that
overwhelming anxiety is not aroused in the change process. At the
social level reifications are represented by social traditions, rituals and
bureaucratic procedures and protocol. Such tradition needs to be
strategically handled with political astuteness so that its restraining force
is neutralised.

CONSTRUCTIVIST MODELS OF PSYCHOSOCIAL
FUNCTIONING
Berger's use of Schutz's synthesis of Husserl's and Weber's analyses
suggests a conceptual base for the science of community psychology
which can account for the individual and social structure. The central
concept is the dialectical process through which individuals create social
structures and are in turn created by social structures. In order for
individuals to reclaim social structures as products of their own actions
they need to realise how social processes have been reified into object-
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like structures. The empowerment of individuals and their communities
requires the de-reification of social structures so that they can create new
social practices which enable the equitable distribution of resources
within a community.
Concepts describing the psychological and social processes through
which individuals reify social processes can provide a useful explanatory
model for community psychology. The m e a n s by which individuals can
be empowered through the de-reification of social structures provides a
base for developing interventions. In the next chapter I will examine the
constructivist psychological theory of George Kelly (1955) and its links
with Schutzian analysis.
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Chapter Two
Psychosocial Functioning
THE SOCIAL PHENOMENOLOGY OF ALFRED SCHUTZ AND
GEORGE KELLY
Berger's analysis of social life draws strongly from the sociophenomenological analyses of Alfred Schutz. The following exposition
of Alfred Schutz's and George Kelly's work will form the basis of m y
model of psycho-social functioning. This model will conceptualise
individuals' psychological and social functioning within their social
context. I will incorporate the concepts of reification and empowerment
within the model. Schutz's use of M a x Weber's analyses provides
concepts of social action. Schutz's synthesis of Edmund Husserl's
phenomenological analysis with Weber's concepts enables his work to
provide a perspective on psychosocial functioning. I will use George
Kelly's personal construct psychology to develop the psychological
aspects of social functioning. A n integration with Schutz's work is
possible because of the strong phenomenological base of Kelly's work.

The Definition of the Situation
A central concept around which an understanding of Schutz's analyses
can be developed is his version of the concept of the definition of the
situation. According to Schutz "the course of life is a series of situations
which require mastering" (Schutz and Luckmann, 1974, p.113). The way in
which people master a situation is dependent upon their definition of the
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situation. W h e n confronted with a situation, people initially define it in
terms of possible outcomes that could be realised through action
originating in the intentions of consciousness. The range of outcomes
which they believe to be possible in the situation is drawn from their
stock-of-knowledge of the world.
This stock of knowledge provides a meaning context for people's
experience of the world (Schutz, 1967). It provides a means of organising
and arranging such experience. Such knowledge is in the form of
judgements about the nature or the qualities of the events and objects of
the world presented in consciousness. These judgements are ordered
into interpretive schemes (Schutz, 1967). The semantic and syntactic
structure of language serves to organise this knowledge (Schutz and
Luckmann, 1974). Interpretive schemes are derived from typifications of
monothetic or single experiences of objects (Schutz, 1950). In simple
terms typifications are groupings of similar types of experience.

Constructs and Interpretive Schemes
The fundamental postulate of Kelly's theory is that people's processes
are psychologically channelled by the way in which they anticipate
events. According to his construction corollary people anticipate events
by construing their replications. These replications of events are
maintained by people in the form of a system of personal constructs.
These constructs are judgements about the nature of the events which
people experience. Constructs are the building blocks with which people
construct their reality. Constructs are very similar to Schutz's concept of
interpretive schemes or typifications (Schutz 1967, p.74). Interpretive
schemes, typifications, or constructs provide a meaning context for
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people's experience of the world; they provide a means by which people
can m a k e sense of and order the events of their lives.

Dichotomous Constructs
A fundamental corollary of Kelly's theory is that people's construct
systems are composed of a finite number of dichotomous constructs.
"The construct denotes an aspect of the elements lying within its range of
convenience, on the basis of which s o m e of the elements are similar to
others and s o m e are in contrast. In its minimum context a construct is a
way in which at least two elements are similar and contrast with a third.
There must therefore be at least three elements in the context. There
may of course be many more" (Kelly, I955, p.6l). Thus the stock of
knowledge is composed of bipolar dimensions which enable people to
discriminate between the elements of their experience of the world.

Multiple Realities and Constructive Alternativism
The similarities between Schutz's and Kelly's work are due to the
c o m m o n philosophical position they adopted. Kelly's fundamental
stance w a s that of 'constructive alternativism': there is an absolute
reality yet there are an infinite number of ways in which this reality can be
construed. The parallel concept in Schutz's work is that of multiple
realities: there is a paramount reality which people share to a limited
degree from their perspective of their o w n unique worlds (Schutz, I946).
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THE STRUCTURE OF THE STOCK OF KNOWLEDGE
Both Schutz and Kelly have paid considerable attention to the manner in
which the stock of knowledge or construct system evolves through social
processes and operates at the individual level of experience. Their
concepts will be discussed and integrated where possible to provide a
more complete analysis of the psychosocial processes through which
people construct their social context.

The Biographical Character of Knowledge
A person's stock of knowledge has a biographical character; it has a
history (Schutz and Luckmann, 1974). It is the result of prior experience.
Such experience and related knowledge may be unique to a particular
individual or it m a y be passed on socially to the individual. Schutz has
discussed at length the ways in which the stock of knowledge m a y be
socially derived. The biographical character of knowledge limits the way
in which people will define a situation.
The biographical character of the stock of knowledge has implications
for the empirical investigation of such knowledge. It suggests that
reference needs to be m a d e to the way in which people acquired
knowledge if such knowledge is to be understood correctly. In a similar
vein Kelly's individuality corollary states that people differ from each
other in their construction of events. Because of the different situations
which people experience in everyday life their construct systems vary
according to the differences in their experience of the world.
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T h e Interpretive Function of K n o w l e d g e
For the purpose of mastering a situation people m a y only need to
interpret a limited selection of the qualities of the elements which
comprise the experience of the situation. The clarity of knowledge about
a situation is the extent to which the person can construe these elements
and the relations between them without contradiction (Schutz and
Luckmann, 1974). Clarification of knowledge is likely to be necessary
with problematic situations; new or slightly unfamiliar elements m a y need
explicating and clarifying.
Anxiety as Interpretive Incongruency
Interpretation and action based on incomplete knowledge m a y be
ineffective because it has not taken account of the specific nature of the
elements of the situation that is being dealt with. If people act on the
basis of plans that have been devised from incomplete knowledge they
m a y find that they are unable to act so that their interest in the situation is
realised. Kelly (I955) suggests that awareness that this knowledge is
inadequate m a y lead to anxiety. Kelly defines anxiety as the awareness
that the events with which people are confronted lie mostly outside the
range of convenience of their construct system. There is an
incompleteness or inconsistency between the constructs used to
understand a situation and the experience of elements in that situation.
Anxiety will appear if the construct in question is abandoned. Anxiety is
not the result of the retention of invalidated constructs but rather the result
of not having sufficient structure with which to deal with the situation.
For both Schutz and Kelly incongruencies within and between
constructs do not always result in anxiety. Elements of knowledge
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derived from heterogeneous situations m a y be quite incompatible. This
is typical of people's everyday stock of knowledge (Schutz and
Luckmann, 1974). It poses no problem unless the incompatibility leads to
contradictions between elements of knowledge that are being used to
define a particular situation. This is similar to Kelly's fragmentation
corollary which states that people m a y successively employ a variety of
construct sub-systems which are inferentially incompatible with each
other.
Both Schutz and Kelly are suggesting that people have the ability to
tolerate inconsistencies or incompatibilities within their construct systems
as long as this does not interfere with their understanding or action within
a particular situation. If such incompatibilities do b e c o m e evident people
m a y abandon a particular construct subsystem and will experience
anxiety.
Hostility as Interpretive Incongruency
According to Kelly hostility is the continued effort to extort validational
evidence in favour of a type of social prediction which has already been
recognised as a failure. The interpretations or predictions have failed
because of obvious incongruencies within or between constructs.
Hostility represents a refusal to accept that the constructs used were
inadequate and inefficient.
People m a y maintain the credibility of their construct system by
blaming other people for their failure to successfully predict and control
the situation. This type of experience is commonly represented in the
anger or frustration which people m a y express about other people and
social structures. A n implication of construct theory is that this type of
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emotion could be relieved if the social situation w a s personally
reconstrued. It could be argued from a community psychology
perspective that this concept encourages socially conservative
responses to community problems in that social problems could be
attributed to individuals' failure to adequately construe their environment.
In defence of the concept it is argued that in such situations construals of
social structures need developing so that people can create alternative
social processes for realising their collective interests. Social hostility
can be considered a constructive response if it is followed by useful
reconstruing of social processes and structures.
People m a y also maintain their construct systems by blaming
themselves for their failures to predict and control situations. Initially
such hostility could create a crisis from which people can take the
opportunity to reconstrue themselves. Prolonged personal hostility is
destructive in that it does not allow personal reconstruction. This
experience is typically regarded as depression.
Empirical Explorations of Incongruency in Constructs
Chambers (1983) has developed a repertory grid test of logical
inconsistency amongst constructs. The co-ordinate grid examines
whether role constructs correlate with one another. H e found that logical
inconsistency w a s correlated with personality traits suggesting
neuroticism. The inconsistent person tended to be tense, driven and
frustrated; apprehensive, worrying and suspicious. Chambers and
Stonerock (1985) found that people were more logically inconsistent in
their responses to the co-ordinate grid when they were asked to lie.
Chambers and Sanders (1984) suggested that alcoholics construct
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systems were fragmented and associated with guilt and conflict. They
found that alcoholic patients' responses to the co-ordinate grid were less
logically consistent. Chambers (1985) found that people w h o were more
undecided in their political preferences were more logically inconsistent
in their responses on the grid.
Winter (1983) used a method of measuring logical inconsistency in
repertory grids developed by Slade and Sheehan (1979). Using this
measure he found that neurotic disorder is associated with high levels of
logical consistency in construct relationships. Self conflict in particular
was related to inventory measures of guilt.
Viney and Westbrook (1976) have developed a content analysis scale
for measuring cognitive anxiety which incorporates the concept of
interpretive incongruency. This scale has proved useful in discriminating
between people's accounts of situations and w a s correlated with other
measures of state anxiety but not trait anxiety (Viney and Westbrook,
1976). Viney (1980) also found that the scale discriminated between
people w h o were experiencing new situations and those w h o were not.
The utility of this scale has demonstrated the validity of the constructivist
concepts of interpretive incongruency and anxiety. The empirical work
discussed provides support for the general principle that inconsistency
within a construct system is associated with difficulties in effectively
construing the world and coping with change.

Superordinate and Subordinate Relations
Kelly's organisation corollary (I955) suggests that there are ordinal
relationships between constructs. Kelly expresses these ordinal
relationships in terms of superordinate and subordinate constructs. A
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superordinate construct is one which includes another as one of the
elements in its context. Here the context of a construct comprises those
elements a m o n g which people ordinarily discriminate by means of the
construct. It refers to the circumstances in which the construct emerges
for practical use, and not necessarily to all the circumstances in which
people might eventually use the construct.
A subordinate construct is one which is included as an element in the
context of another construct. A subordinate construct is committed only to
the range of convenience of the superordinate construct. A construct's
range of convenience comprises all those things to which the user would
find its application useful.
Kelly is suggesting that constructs are arranged in a hierarchy with
superordinate constructs at the top of the hierarchy having implications
for subordinate constructs lower down the hierarchy. This organisation
allows constructs to be catalogued and retrieved from a construct system
in an efficient manner. This organisation also encourages consistency
within a construct system. Without such consistency the system would be
less useful for predicting the outcome.

Superordinate-Subordinate Incongruency and Core
Constructs
A core structure or set of constructs is concerned with a person's identity
and governs maintenance processes related to basic survival. Core role
structures enable people to understand, predict and control social
interaction which is essential for survival and identity. "Peripheral
constructs are those which can be altered without serious modification of
core structure" (Kelly, 1955, p.482).
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In order to use a construct system core constructs need to be intact
and functioning. The need for change in constructs is brought about by
the awareness of incongruency between current events and typical
constructs for interpreting such events. Core constructs are highly
superordinate in a construct system and constitute the foundation stones
of a person's construct system and construction of reality. If this structure
is under threat of collapse or needs reconstruction, the changes have
implications for the construct system as a whole. Depending on the
nature of the collapse or change required, massive parts of a construct
system used for understanding everyday experience may need to be
deleted, re-organised or added to. Such change could render the
construct system inoperative.
For Kelly threat is the awareness of an imminent comprehensive
change in core constructs. Threat arises because the constructs which
people are using to structure their experience of themselves in a situation
are dysfunctional or inadequate. Fear is the awareness of an imminent
incidental change in core constructs. It is a new incidental construct
rather than a comprehensive construct that s e e m s about to take over.
Guilt is the awareness of apparent dislodgement of the self from one's
core role structure. It is a sign of incongruence within core constructs.
The experience of threat, fear and guilt is distinguished from anxiety and
hostility in terms of the implications for change being more far reaching.
Intact core structures enable people to interpret experience.
Crumbling core structures will result in a construct system that is
inoperative and people being pre-occupied with the reconstruction of
these structures. People will not be able to readily understand or master
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everyday situations if they are experiencing core anxiety in the form of
threat to core structures or guilt due to the loss of core role structures.

Resource Incongruence
Incongruence in a person's definition of a situation may be between the
superordinate areas of self concept portrayed in terms of abilities and
traits and subordinate action or interaction involved in completing a
particular task. These areas of construction involving action and
interaction will be referred to as resources. Incongruence between these
resources will be termed resource incongruence. The possible forms of
incongruence will be elaborated in forthcoming sections.
Resource incongruence is distinguished from general interpretive
incongruence. Resource incongruence refers to construct subsystems
involved in action and interaction and is more content specific than
interpretive incongruence involving anxiety, hostility, threat, fear or guilt.
Resource incongruence involves interpretive incongruence in the sense
that constructs are inadequate for predicting h o w resources could be
used. The implications of resource incongruence at superordinate levels
are greater and m a y elicit the experience of fear, threat or guilt.

Inflexible Construction Processes
W h e n faced with interpretive or resource incongruency a person m a y
experience, anxiety, hostility, fear, threat or guilt. Such stress can be
resolved if the person re-organises the constructs being used to interpret
current events. The extent to which people can perceive or create
alternatives is dependent on the flexibility of their constructs. Inflexible
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construction is the psychological process through which social reality is
taken for granted through processes of reification.
The use of submerged and suspended constructs limits a person's
flexibility in developing alternative constructions of a situation.
Submergence and suspension are dimensions of constructs which
govern whether people can articulate the constructs they are using to
structure their experience. The submerged pole of a construct is the one
which is less available for application to events. People m a y find the
implications of the submerged end too threatening. Use of the opposite
end is a way of avoiding anxiety.
A suspended element is one which is omitted from the context of a
construct as a result of revision of the person's construct systems.
Constructs which had these elements within their context may be
suspended, not because of the limitations of their own range of
convenience but rather because of the limitations of the ranges of
convenience of those constructs which might ordinarily be expected to
subsume them. With the rejection of a particular area of a person's
construct system there is no means of cataloguing the elements once
subsumed hence they are forgotten or suspended. People remember
what is structured and forget the unstructured.
A preverbal construct is one which continues to be used even though it
has no consistent word symbol. It may or may not have been devised
before a person had c o m m a n d of speech symbols. The lack of a word
symbol makes it difficult to communicate the experience or element that
is represented by the construct. A construal m a y be symbolised by one
of its elements, e.g. sustenance through dependence might be
represented by mother. The nature of this dependence is preverbal and
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difficult to articulate and experiment with. The use of preverbal constructs
limits the extent to which a person can develop alternative construals of a
situation.
Preverbal, submerged and suspended constructs m a y be less useful
for dealing with n e w or problematic aspects of situations. If such
constructs are incongruent with n e w experience it m a y be difficult for
them to change the constructs as they are difficult to articulate and
reconstruct. This difficulty m a y create anxiety as people are not be able
to interpret a situation. If people hold onto such constructs they are
unlikely to reconstrue the situation and find alternative w a y s of
interpreting it or acting upon it. Their anxiety might then be followed by
hostility as they do not satisfy their interests in the situation.
People m a y use general or anonymous constructs to represent
specific events processes or objects of experience (Schutz, 1967). T h e
use of general constructs is an effective w a y of preventing alternative
construals from being formed. According to Kelly constellatory constructs
fix the other realm membership of their elements. The use of such
constructs creates stereotypical or typological thinking and limits the
construction of alternatives.
The applicability of a construct to the specific elements of a situation is
formulated by Kelly in terms of a construct's range of convenience. If the
construct has a wide range of convenience it m a y be useful in generally
construing elements pertaining to a number of different situations.
Relying on constructs with a wide range of convenience m a y prove
useful for making sense of n e w situations as such constructs m a y
encompass a wide variety of elements. Alternatively such generalities
m a y m a k e it difficult to act as the predictions m a d e by such constructs are
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too broad. If these general constructs are not developed into, or
exchanged, for more precise constructs the person's constructions of the
situation will b e c o m e inflexible.
Dilation and constriction are also construction processes which can
limit flexibility. Kelly (1955, p.477) states that dilation occurs "When
following a series of alternating uses of incompatible systems, a person
broadens his perceptual field in order to re-organise it on a more
comprehensive level. The dilation m a y successfully eliminate the
original compatibility as it w a s experienced, but it m a y or m a y not set the
stage for n e w incompatibilities as the person attempts to re-arrange an
increased clutter of events.... W h e n one minimizes the apparent
incompatibility of his construction systems by drawing in the outer
boundaries of his perceptual field, the relatively repetitive mental process
that ensues is designated as 'constriction'."
The use of dilation m a y result in the person not accounting for the
precise aspects of a situation as the constructions used are too broad.
The use of constriction results in the person ignoring elements of
experience. Both processes prevent the person from creating alternative
constructions of a situation.
The tightness and permeability of a construct will determine its
flexibility. The tight construct is one which leads to unvarying predictions.
The tight construct is specific and precise and is useful for accurately
determining the nature of elements in a situation. Kelly (1955, p.483)
states that with a tight construct "elements at the outer edge of the
constructs range of convenience are construed as being to the like or the
unlike grouping" of the construct. W h e n tight constructs are used in this
way their accuracy declines.
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A loose construct is one which leads to varying predictions or allows a
variety of interpretations but which retains its identity for practical
purposes. The loose construction is like a rough sketch which m a y be
preliminary to a carefully drafted design. The sketch permits flexible
interpretation. Such a rough sketch however m a y not be very useful for
dealing with the unique practicalities of a situation.
"A construct is permeable if it will admit to its range of convenience
new elements which are not yet construed within its framework" (Kelly,
1955, p.79). Such constructs are useful for structuring experience of new
situations. A construct is impermeable if it rejects or deletes elements on
the basis of their newness. It would be m a d e up of certain specified
elements and no others. The use of impermeable constructs in new
situations would prevent the development of constructs which could
account for unfamiliar elements.
A circumspective approach to construction enables a variety of
interpretations or predictions to be made. People use propositional
constructs which for the m o m e n t carry no implications regarding the use
of such constructs. A construct which pre-empts its elements for
membership in its o w n realm exclusively is called a pre-emptive
construct. People w h o are pre-emptive limit the range of constructs
which can be used to interpret an element of experience. N o other
constructs are permitted to be used in understanding the experience
because of the definition of the construct.
Kelly (1955) has outlined a cycle of construing involving a succession
of circumspection, pre-emption and control leading to a choice of action
in a particular situation. Circumspection allows a person to see a
situation in various ways and is maximised w h e n a situation is dealt with
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propositionally. Pre-emption commits a person to handling a given
situation at a given time in one w a y only. Control is maximised when a
person deals with a situation pre-emptively. The evolution of a useful
prediction is the goal of control. People w h o remain circumspective in
their initial construals of a situation will be unable to decide upon a
course of action. People w h o are overly pre-emptive in their initial
construals of a situation m a y have a limited sense of choice about
alternative interests and actions. Choosing the appropriate level of
circumspection and pre-emption for maximising the effectiveness of a
particular choice m a y be dependent upon the extent to which the
person's construct system can extend to current situations and the
contingencies for interpersonal interaction available in such situations.
Flexible construing is necessary for individuals to de-reify the social
structures they participate in. If they are able to construe social structures
as ongoing social processes which originate in their intentions and
actions they will be able to develop a sense of empowerment.
Empirical Studies Relevant to Inflexible Construction Processes
Bannister (1960; 1962) demonstrated that thought disordered
schizophrenics can be distinguished by the looseness of their construct
systems. Bannister (1963; 1965) assumed that the tightness or
looseness of a construct system is dependent upon the validation
experiences received. The confirmation of judgements is likely to lead to
the tightening of a construct system so that future predictions will be more
precise. The discontinuation of a judgement is likely to lead to the
loosening of a construct system so that future predictions are much
broader and hence more likely to receive s o m e confirmation. Bannister's
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studies demonstrated that validation led to tightening of relations
between constructs. Only one of his studies demonstrated that
invalidation loosened construct relations. Lawlor and Cochran (1981)
used similar repertory grid methodology and provided validatory and
invalidatory feedback on subjects judgements. They found that
invalidation loosened construct organisation for subjects w h o initially
manifested strong relations a m o n g constructs. Subjects with weaker
construct relations were not significantly affected by the type of feedback.
Chambers (1983) has argued that higher scores on the measure of
integrative complexity derived from his co-ordinate grid reflect the use of
circumspective and propositional construing. His study demonstrated
that pre-emptive construing indicated by lower integrative complexity was
related to neuroticism. It is suggested that people w h o characteristically
use only one style of construing in the face of incongruency will not be
able to develop a constructive approach to dealing with such
incongruency. It will be argued in the next chapter that, in keeping with
Kelly's suggested cycle of circumspection-pre-emption and control, a
dialectic between flexible and inflexible forms of construing is required.
The empirical examination of inflexible construction processes has
been limited to repertory grid methodology. Methodology which m a y be
more suitable for use in community settings could involve analysis of
language patterns used in various situations. This project will examine
the utility of content analysis scales for exploring inflexibility. Monaghan
(1983) has briefly discussed the type of language people use to maintain
flexibility but has not developed any relevant empirical methodology.
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Coping with Incongruency
The extent to which the person's construct system extends to current
situations will be indicated by their level of interpretive incongruency or
cognitive anxiety (Viney and Westbrook, 1976). Whether people will be
willing to change constructs which are creating anxiety will be
determined by the flexibility of these constructs. W h e n people are
inflexible about reconstructing a particular construct they m a y experience
anxiety because they n o w have no construct with which to interpret the
current experience. Such inflexibility m a y be due to people being
unwilling to re-organise other constructs which are subordinate or
superordinate to this currently incongruent construct. There m a y be too
much to re-arrange and it m a y be easier to try and ignore the currently
incongruent elements or to reconstrue them so they are accommodated
by existing constructions. This m a y lead to ineffective expression of
personal and interpersonal resources (because of a failure to adequately
take account of the situation) and subsequently to dissatisfaction
because of unsatisfied interests in that situation.
There are a variety of ways in which people can create flexible forms
of construction and avoid stress. Viney (1985) discusses humour as a
constructive reaction to the experience of incongruity. If the incongruous
events being experienced are beyond the range of convenience of the
constructs being utilised the person will experience anxiety. If the person
can interpret the incongruity from a wider range of experience they m a y
be able to experience the incongruity as humorous and avoid anxiety.
Crocket (1982) has explored the comparative effects of cognitive therapy
on people with rigid constellatory core role structures in contrast with
people with more flexible, prepositional self-schemas. Jones (1985)
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notes that constriction is accompanied by a reduction in conflict. S h e
outlines within a psychotherapeutic case study the ways in which the
inflexible constructions of depression can be transformed into creative
approaches to living.
These concepts derived from personal construct psychology are
regarded as providing a useful elaboration of the social processes of
reification discussed in the last chapter. In the following sections the
content areas of a person's construct system relevant to action in
everyday life will be elaborated from Schutz's analyses.

KNOWLEDGE RELEVANT TO DEFINING SITUATIONS

Motivational Relevancies
Situational Interests
According to Schutz people interpret a situation according to the interests
they have in that situation (Schutz and Luckmann, 1974,). It is the
'interest at hand' which determines what is relevant or worthy of attention
in the situation. O n the basis of this structuring of the situation people
m a y decide that there are opportunities for realising their salient
interests.
W h e n knowledge is chosen for the sake of performing a project of
action it is of motivational relevance (Schutz and Luckmann, 1974). For
Schutz there are two forms of motivational relevance. Motivation in the
in-order-to context refers to goals that people are endeavouring to attain
in order to complete a particular project of action. For example "I a m
putting up m y umbrella in order to keep the rain off" (Schutz, 1967, p.86);
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"I a m treading cautiously through the bush in order to avoid disturbing
any snakes" (Schutz and Luckmann, 1974, p.2ll). In any project of action
there m a y be a chain of in-order-to motives that are linked heirarchically
together (Schutz and Luckmann, 1974). Before a particular motive can be
acted upon it m a y be necessary to attain the one that precedes it; a case
of 'first things first.' Knowledge is motivationally relevant in the in-orderto context w h e n it is useful for understanding the elements of a situation
and enables a choice of further knowledge which prescribes how people
can act to fulfil these in-order-to motives. Knowledge that is relevant in
the because context delineates why people have chosen a particular
course of action composed of these in-order-to motives and related acts.
For example "because I don't like being wet"; "because I have a fear of
snakes".
Superordinate Motivational Relevancies
Schutz (Schutz and Luckmann, 1974) suggests that people's preferences
are organised into a heirarchical system of plans - plans for the hour, the
day, for life. According to Schutz such interests or preferences are only
loosely organised and the system m a y tolerate incongruencies between
the various interests or preferences. Such interests are subordinate to
the person's life plans which represent a superordinate core structure.
Schutz and Luckmann (1974) endeavour to explain the derivation of
such preferences in terms of social conditioning. The social structures
within which people reside prescribe a 'biography' for each person.
Such a biography suggests life goals and strategies for attaining such
goals, which are appropriate to their 'station' within the social structure.
People's understanding of their place in the world or reason for being is
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very m u c h a part of the person's identity. This 'metaphysical map' may
define an ethical system which prescribes the way in which they want to
be or act in the world. It m a y be manifest in a plan for life or career.
These fundamental preferences for one's way of being in the world are
essential core structures of identity. Life plans are superordinate to
situational interests and considered core structures. A system of plans
and interests is likely to be derived from interaction within primary
groups. Such interaction m a y be in the form of mutual dialogue, or at the
other extreme, rigid indoctrination. Shared systems m a y be a strong
influence on interaction within primary groups. In this sense they are
core role structures essential to identity.
As interests determine what is of relevance to people they are
superordinate to the knowledge that is chosen as relevant to developing
action. Hence the operativeness of constructs for action is dependent
upon a functional structure of interests. Interests are less superordinate
to action plans than life plans and principles. They are not defined as
core structures of identity. Interests can be regarded as statements of
values and attitudes applied to elements of everyday experience.

Relevant Knowledge for Action
People's interest in a situation will determine their preferences for action
in a situation. This preference will become the because motive for plans
of action. This plan for action will be based on people's knowledge of
relevant possible action.
Interpretive schemes that are relevant to the way people can act in a
situation m a y be formed at various levels of explicitness and detail.
Knowledge m a y be concerned with the types of motor skills required to
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perform an act or recipes for combinations of actions which m a k e up a
particular act (Schutz and Luckmann, 1974). Schutz refers to this
knowledge as habitual knowledge; it relates to action which is
standardised and automated, requiring little conscious attention. People
also use specific elements of knowledge to formulate plans of action
which are unique to a situation. Such action requires constant conscious
attention (Schutz, 1967).
Schutz (1946) suggests that there are two types of systems of
relevances which he calls the intrinsic and the imposed system of
relevances. W h e n the actor undertakes a certain project of action there
are relevances intrinsic to that project. These intrinsic relevances are
under the actor's control and will change if the interest in the situation
changes. Imposed as relevant are situations and events which are not
connected with the chosen interest. Their imposition is derived from
situations and events which are a part of the h u m a n condition, such as
the actor's physical condition and the social structures in which they
reside. Because the actor does not have the power to modify these
imposed relevances they remain unclarified and rather
incomprehensible.
Planning, Choosing and Acting
With relevant knowledge at their disposal people are in a position to
formulate a project of action which will enable them to master the
situation with which they are confronted. With the selection of a goal and
possible m e a n s for implementing the goal, people fantasise a completed
project in their consciousness. The way in which the final project is
arrived at is dealt with at length by Schutz (1967; 1951). Schutz (1967)
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suggests that people fantasise various projects of action derived from
relevant knowledge, which will accommodate the present goal. These
projects are retained, reproduced and compared reflectively in
innumerable w a y s with further intentional acts following and overlying
one another in an enormously complicated network of relationships.
Various projects are dropped in favour of others, then returned to and
recreated. During the transition from one project to another people
enlarge on their experience, so that when they return to a project it is
modified as it is recreated (Schutz, I95l). As people alternate between
these projects the feasibility and probability of these alternatives are
compared and contrasted in innumerable combinations. People waver
between these alternatives until out of this vacillation emerges a
polythetic act incorporating the monothetic acts which are judged
relevant.
Presumably the final project is the best fit for the higher order system of
interests, and is the one most likely to be attained within the person's
present world. Schutz maintains that this argument bypasses the freewill-determining issue which suggests that the choice is m a d e before
such fantasising takes place. This choice is subject to doubt and
questioning (Schutz, I95I). Schutz suggests that overlapping and
conflicting interests are most likely to lead to doubts and questioning.
These doubts m a y result in the fantasising of further projects as
alternatives to the chosen one and so a different choice m a y emerge.
As the conscious action is actually carried out the completed plan is
held before the 'mind's eye' through retention or is called up from
memory and reproduced. Reflection on the passing behaviour can
enable people to see if they are carrying out the plan as intended. The
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plan is the meaning of the action as it is fulfilled (Schutz, 1967). Such
meaning can only be grasped in reflection. It is the plan which
distinguishes action from mere behaviour.
Schutz maintains that the outcome is not determined in any strict
sense. The initial circumstance requiring action does not proscribe a
particular outcome. It only demands that s o m e sort of action be taken.
People choose the form that this project of action will take.
Superordinate Action Structures
Abilities and personality traits are superordinate to skills and routines
and can be regarded as core constructs and a central component of
identity. The development of these abilities and traits is dependent upon
genetic endowment and suitable social conditions for development
(Harre and Secord, 1972).

Relevant Social Structures
Schutz 's (I967) analysis of the social world is based on the 'natural
attitude' that people have toward the everyday world. In the natural
attitude the everyday world is assumed to exist and individuals are
assumed to co-exist with m e and to be conscious just as I am. If w e
share a c o m m o n environment w e have simultaneous conscious
experience. I may perceive what you perceive, however, the meaning
that the experience has for m e is not the s a m e as it would be for you.
This is because w e have different schemes by which w e interpret such
experience. These schemes could only ever be the s a m e if w e had
experienced exactly the s a m e situations throughout our lives. Our mode
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of attention and interest at hand are also likely to be different and so
different aspects of a situation will be relevant to us.
Understanding the Other
Understanding the other is correlative to grasping the intentional acts of
their consciousness (Schutz, 1967). W e m a y try to understand people by
observing their expressive movements. Such movements m a y be devoid
of communicative intent. However, if w e project the act in our "mind's
eye' as w e would carry it out, w e have an interpretive scheme by which to
understand the other. Such a scheme is based on our own stock of
knowledge but does provide s o m e basis for understanding the other. W e
can also try to understand people by observing their acts which do have
a communicative intent. Through such expressive acts the actors project
outward the contents of their consciousness. In order to distinguish
between expressive movements and expressive acts it is necessary to
consider the contexts in which they take place. W e can do this by looking
for signs which indicate whether people are communicating.
Signs, Language and Communication
Signs, symbols or expressions, such as words are artefacts or act objects
which signify or represent other objects. Signs exist for the purpose of
expressing the existence of these objects. Signs have an objective
component which is defined by the sign system. They also have a
subjective and an occasional component which depends upon the
situation in which they are used.
Signs and sign systems form the basis of human communication.
Communicating with another is an act that is similar in form to any other
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project of action. Expression of meaning is the in-order-to motive for a
communicative act, and signs and sign-systems are the relevant m e a n s
for carrying out such a project(Schutz, 1967).
Social Action and Interaction
Schutz's theory of subjective understanding forms the basis of his
analysis of social action. Schutz (1967) initially defines social behaviour
as spontaneous activity emanating from conscious experience which is
intentionally directed toward another conscious self. If such activity is
previously projected it is social action.
Orientation toward another conscious self is termed 'OtherOrientation'. All social action takes place in the context of this otherorientation. The in-order-to motive of projects carried out in the otherorientation is the affecting or bringing about of a conscious experience in
another person. Social interaction takes place where there is a case of
one person affecting the other (Schutz, 1967). For people to participate in
such an interaction they must be in an other orientation.
The Face-to-Face Relationship
In a situation where space and time are shared by two people there is a
simultaneity of two separate streams of consciousness. If a participant in
this situation is aware of the other's presence and assumes that the other
is conscious then they are in a 'thou-orientation* to that other. If such an
orientation is reciprocal then the two people are in a face-to-face
relationship (Schutz, 1967).
In the pure relationship I can know you in immediacy. I can witness
your project as it unfolds. I do not have to reflect upon it before I can
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place it in a meaning context. A s I witness your project it forms a part of
m y definition of the situation. If I a m interested in continuing in this faceto-face relationship your project becomes m y because motive for m y own
subsequent project of action. A s I implement this project I anticipate that
m y in-order-to motive for the project will become your because motive,
and conversely that you will be prepared to regard m y in-order-to motive
of your o w n behaviour. W e have a reciprocity of perspectives.
This interplay of motives is the essential aspect of interaction within the
face-to-face relationship. Such an interplay of motives does not imply
that one person's behaviour determines the other's behaviour. People
are free to deal with or react to the other in whatever way they choose,
subject to those relevancies which are imposed on the situation.
Direct Social Observation
Direct social observation differs from the face-to-face relationship in that
the 'thou-orientation' is one sided; the observed is not aware of the
observer (Schutz, 1967). There is no communication between the
observer and the observed. The observer must rely on bodily indications
and expressive movements when trying to interpret the observed
person's inner experience. Bodily indications and expressive
movements do not have as their in-order-to motives the affecting of a
particular conscious experience in another. Hence there is no interplay
of because and in-order-to motives between the observer and the
observed.
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The World of Contemporaries and Indirect Relationships
Knowledge of contemporaries is derived from previous face-to-face
encounters, or from someone else's description of a face-to-face
encounter (Schutz, 1967). This knowledge m a y be of particular
individuals known to exist. It can also take the form of types of people.
These types are derived from polythetic experiences of actual people.
These experiences are then frozen out of actual experience. These bits
of objectified knowledge are then synthesised into what Schutz calls a
'personal ideal type'. These ideal types specify that certain forms of
behaviour will occur with a certain type of person. The more anonymous
personal ideal type is referred to by Schutz (1967), as the habitual type or
the course of action type. This type is the lowest c o m m o n denominator
for the collection of people w h o perform a particular function. The
habitual or course of action type m a y form part of a large social collective
type. Such collective types are a highly complex network of ideal types
which can be reduced to its functionaries.
Course of action types form the basis of interpretive schemes which
w e use to understand the contemporary. Course of action types express
a typical act or function which occurs in our contemporary world. If this
act or function becomes relevant to our project of action, by virtue of a
situation encountered, w e postulate an ideal type or person w h o could
perform this act. The person's living motive could be the objective
context of meaning already chosen to define this typical act or function.
The person must also be capable of carrying out the act. This
contemporary ideal type becomes a means by which w e can carry out
our project of action. W h e n w e carry out the project of action w e expect
the contemporary ideal type to perform the relevant actor function. Such
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types are of course illusory and it is equally fallacious to predict that this
type will perform a particular act.
Social Knowledge and Social Structures
Action in social situations or interaction is governed by the in-order-to
motives of the participants' plans for their projects of action. In
developing these plans people utilise skills, recipes and unique
strategies for action derived from their stock of knowledge. Because of
the social nature of these situations this knowledge needs to specify how
others' actions, understood in terms of the others' in-order-to motives and
plans, are to be taken into account. Although Schutz does not use the
term, the content of these recipes and strategies which prescribe how
others' actions and motives are to be taken into account can be regarded
as social rules. This concept has received considerable development in
recent years in the disciplines of social psychology (Harre and Secord,
1972; Harre, 1979) and sociology, particularly the area of
ethnomethodology (Douglas, 1970). Social rules enable people to act
with the certainty that their actions will be understood and taken into
account by others. These rules form the basis of social structures
through which people act to fulfill c o m m o n interests. Various social
structures form social systems. Not everyone is expected to act
according to the s a m e rules. Rules governing action are dictated by the
role people play within a social structure. A role is a set of rules which
prescribe action which will perform a function for the maintenance of the
social structure and fulfilment of the structure's general function within
society. This division of labour has received considerable attention
within traditional sociology.
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Superordinate Social Structures
Relationships with intimate others or the family are likely to be the
essence of core role constructs and hence superordinate to other social
structures the individual participates in. General identity is derived from
intimate social structures.
According to Minnuchin (1974, p.47) " H u m a n experience of identity has
two elements - a sense of belonging and a sense of being separate. The
laboratory in which these ingredients are mixed and dispensed is the
family:- the matrix of identity". The sense of belonging comes from the
child's accommodation to the family group and its transactional patterns;
to extra familiar groups and to society in general. These transactional
patterns are defined by systems of social rules (Harre and Secord, 1972;
Schwayder, 1965). Family rules define family functions and how, when,
where and by w h o m they are fulfilled. This system of social rules also
defines how formal, informal and enigmatic episodes of interaction
outside the family are to take place. The family is perhaps the most
superordinate social structure in people's construction of reality.
Where boundaries between self and others are excessively and
inappropriately rigid people m a y be very disengaged from others and
have very little sense of belonging. Core role constructs related to
identity are seen as defining these self-other boundaries. The reification
of family structures prevents growth and development through the life
cycle.
Family therapy theory often uses cybernetic theory of the physical
sciences as a heuristic device for explaining resistance and change in
family systems (McLeod, 1988). The concept of reification can explain
such resistance without resort to this biological analogy. The systemic
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aspect of family interaction is due to the complex interplay of the
interactants' individual and collective motives and the action sequences
utilised to realise these motives. The complexity of such an interplay
m e a n s that changes in any aspect of the action sequences will affect the
success of other actions.
Homeostasis of a family interaction pattern is due to habituation and
objectivation of these action structures. De-reification and deobjectivation is required to change the action structures. Reconstructing
the family's reality and going beyond the limits of the family ideology is
required for change to occur. People revert to the old structures in a
homeostatic-cybernetic manner because they are familiar and hence
less anxiety provoking.
Incongruence between people's actions in everyday life situations and
their family structure will be problematic if the family structure is reified
and closed to change. Rigid family structure m a y provide security and an
anxiety free environment for the family member's development. However
when this structure is incongruent with the community outside the family
the family member's general social development will be limited.
Reification of the family structure is useful for providing a routine which
fosters daily survival but m a y b e c o m e problematic as the family evolves
through the life cycle.
Procter (1981) outlines the way in which construct psychology can be
applied to family functioning and intervention. H e suggests a dialectical
relation between superordinate and subordinate constructs of the family
reality. Subordinate constructs govern concrete interaction sequences
which are guided by superordinate constructs which dictate c o m m o n
themes in everyday interaction. The subordinate constructs validate and
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maintain the superordinate structures. H e describes inflexibility in family
construing in terms of constellatory constructs fixing the other realm
membership of their elements and creating enmeshment where each
family m e m b e r s choices have immediate implications for other members.
Impermeability of family constructs m a y lead to disengagement of family
m e m b e r s where behaviour enabling contact and nurturance is not
permitted. Procter also discusses the importance of the family construct
system changing over time to accommodate developmental^
appropriate choices and behaviour. If this does not occur the family will
encounter difficulties during life transitions. Successful transitions can be
aided by the use of propositional constructs which do not have direct
implications for other member's constructs.

THE CONSTRUCTIVIST MODEL OF PSYCHOSOCIAL
FUNCTIONING
The model I have proposed is of central importance to this project as it
provides concepts which will form the basis of the empirical components
of the project.
According to the constructivist concepts developed, people experience
the social world through definitions of situations. Situations are defined
in terms of possible outcomes which could be attained through action.
These outcomes are related to superordinate plans and principles.
Action and interaction are related to superordinate constructs of abilities
and intimate social structures. Effective action is dependent upon
congruence between these resources at subordinate and superordinate
levels. Action is social in nature and m a y involve indirect interaction or
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direct face-to-face interaction. Effective action is dependent upon the
availability of suitable social structures. The existence of suitable social
structures is dependent upon the overarching social, political and
cultural fabric of society.
The experience of n e w situations m a y lead to incongruence between
typical constructs and n e w elements of experience. People experience
anxiety if they are not able to interpret n e w experience which is
incongruent with existing constructs. They will also experience hostility if
they refuse to alter their existing constructs to accommodate the new
experience. This hostility m a y be directed inward to the person or
outward to social processes. If the n e w experience is incongruent with
subordinate constructs of personal and interpersonal resources effective
action and fulfilment of situational interests will be impeded and people
will experience disempowerment within this particular environment. If
there is incongruence with superordinate core constructs the implications
for change in constructs will create core anxiety in the form of threat or
fear. If superordinate role constructs are incongruent with the
experience, guilt will also be experienced.
Effective incorporation of these n e w experiences will depend upon the
flexibility of a person's construction processes. Sufficient flexibility is
required so that n e w experience can be acknowledged and interpreted.
Flexible construing will enable people to de-reify social structures when
they experience incongruence between personal and social resources.
They will then be able to develop alternative social structures which will
create a sense of empowerment and enable them to fulfil their interests in
the situations they encounter in the n e w environment. Sufficient
inflexibility is required so that a specific course of action can be chosen
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and outcomes attained. Adequate functioning requires a dialectical
interplay between flexible and inflexible construing so that constructs can
evolve while remaining functional for interpreting experience. The use of
inflexible construction processes m a y enable people to avoid making
changes to their constructs. If people continue to be confronted with the
incongruency they will find it difficult to maintain these constructs and will
experience increases in anxiety and hostility.
Incongruence between personal and social resources has a close
parallel with the concept of person-environment fit utilised in community
psychology. In terms of the concepts discussed in this chapter
incongruence between interests, plans, abilities and social interaction is
similar to person-environment incongruence.
In the next chapter I will examine theoretical and empirical work
conducted on stressful life events, transitions, person-environment fit and
appraisal processes and flexibility in coping with transition. I will then
apply the concepts outlined in this chapter to this area of research in
order to provide a constructivist perspective on the topic.
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Chapter Three
An Application of Social Constructivism
to Community Psychology:
Transition to N e w Environments
OVERVIEW
The literature on life transitions, person-environment fit and coping
processes will be reviewed in this chapter. I will then discuss social
constructivist hypotheses concerning the experience of personenvironment incongruence and inflexible construction processes
relevant to transition to university.

STRESSFUL LIFE EVENTS AS TRANSITIONS IN THE
NORMAL COURSE OF PSYCHOSOCIAL DEVELOPMENT
Transition generally refers to people's experience of change in
themselves or the environment. Changes within a person m a y be due to
normal development processes (Erikson, 1953). Transition as a result of
changes in the social environment has been considered in relation to
becoming a parent (Westbrook, 1978), bereavement (Parkes, 1972) and
being a university student for the first time (Viney, 1977).
Students' transition to university can be considered a role transition
(Rapoport, 1964; Viney, 1977). It involves interactions between changes
in the person and changes in the environment. Such an interaction is
described by Schulberg and Sheldon (1968) in their definition of crisis:
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"the interaction between a subjective state and an objective
environmental situation". Within a role transition a person is faced with
the task of choosing appropriate courses of action that are congruent with
a n e w role (Felner, Farber and Primavera, 1983; Viney, 1976). Once
having chosen the appropriate action that is dictated by the role people
need to practice these actions until they achieve mastery (Viney, 1976).
Utilising appropriate resources for performing these actions m a y also
constitute a crisis for the person (Caplan, 1964).

Achieving this role

transition will be represented by a resolution of these problems of choice
and action. Such a resolution will result in the person experiencing a
sense of mastery within the n e w role (Rapoport, 1962; Mitler, 1963).
The individual's stage of life will create differences in the type of role
transitions experienced (Viney, 1980; Viney, 1987). A s the transition
tasks and available resources for young and old students are likely to
differ, s o m e aspects of the transition to university experience should differ
for school leavers and older students returning to study. Similarities
have been found in the social network formation of young and mature
students (Hirsch,1980; Perl and Tricket, 1988). There m a y be
differences in coping style which reflect the different stages of psychsocial development.
Cognitive functioning is particularly relevant to the problem solving
aspect of transition. Transition has been defined as the interruption of
cognitive events (Taplin, 1971) and as a choice of action (Schulberg and
Sheldon, 1968). Fisher and Hood (1987) conducted a longitudinal study
of the effects of transition to university in residential and home-based
students. Following the transition all students showed evidence of raised
psychological disturbance and absent-mindedness. Students w h o
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reported homesickness experienced higher levels of psychological
disturbance and cognitive failure following the transition.
Emotional reactions to transition have been studied by Bloom (1971),
Miller (1968) and Halpern (1973). These emotional reactions can be
regarded as concomitants of the process of mastering a role, particularly
if such a process constitutes a crisis. Caplan (1964) has noted feelings
of tension, and of ineffectuality as a person endeavours to resolve a
crisis. Viney (1977) has recorded trends in the anxiety levels of students
as they c o m m e n c e and finally resolve their transition to university.
Students' levels of anxiety were highest prior to commencing university
and then decreased gradually until the sixth week of their first session
when anxiety levels rose to a high level once more. This increase was
probably due to the demands to complete work and hand in
assignments.
Wagner, C o m p a s and Howell (1988) examined the relationship
between daily and major life events and psychological stress in
adolescents during their transition from high school to college. They
found that negative daily events mediate the relationship between major
negative events and psychological symptomatology. This research
suggests that the situations encountered on a daily basis should be
assessed in the examination of the transition process for a particular
point in the cycle of h u m a n development.
Compas, Wagner, Slavin and Vannatta (1986) note that transition
involves change or disruption to an individual's order or structure in life.
Transition to college involves separation from friends and family and
adjustment to a new set of academic and social demands. Coping
resources will be taxed during such transitions and m a y be drained by
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loss of social support. T h e person m a y be less able to cope with stressful
life events and m a y experience somatic or psychological distress. They
were able to predict psychological symptoms from stressful life events
and satisfaction with social support two weeks after students had arrived
at college. Their results also suggested that inadequate social support
m a y m a k e students vulnerable to experiencing symptoms during
transition and prevent them from developing support in the college
environment. Developing satisfying social networks and coping skills for
handling life events represent appropriate targets for preventative
interventions.
A number of other studies have dealt with the interpersonal aspect of
transition. (Hamburg and A d a m s , 1967; Parkes, 1971; Balint, 1972;
Pasewark and Albers, 1972; Viney, 1977; Perls and Tricket, 1988). The
work on the interpersonal aspect of transition represents the extent to
which studies of transition have paid attention to the nature of the
environment to which a person is endeavouring to adapt. The role of the
environment in students' attrition from tertiary institutions has received
considerable attention from researchers (Tinto, 1975; Pantages and
Creedon, 1978). This work has not dealt with the process of transition
and its relation to possible attrition. S o m e studies suggest that the nature
of students' experience of transition will shape the students' future
satisfaction and perseverance at university (Williams and Pepe, 1978;
Viney, 1977).
It follows from the proposed relation between transition and future
satisfaction and perseverance at university that if the students'
experience of transition could be m a d e to be a positive experience then
the student and the university would reap the long term benefits.
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Intervening with students at this time would also be advantageous in that
they would probably be more amenable to interventions at this time of
transition and crisis (Viney, 1976). Various interventions have been
undertaken during different types of transitions. Rapoport (1962)
maintains that verbalisation to others about their experience of transition
m a y be helpful to some. The appropriate use of social support during
transition has also been suggested as beneficial (Caplan and
Grunebaum, 1967, Hamburg and A d a m s , 1967; Paswark and Albers,
1972). Several studies have endeavoured to demonstrate these benefits
(Williams, 1975; Viney, 1977). Other researchers have suggested that
providing people with information about the nature of their transition
would also be of benefit.
An integrated model of person and environment from a constructivist
perspective does not figure highly in the research conducted on
transition. The utilisation of the concept of role in the study of transition is
fairly simple and attention to the way in which the environment provides
these n e w roles is limited. Concepts of person-environment fit will be
reviewed in the next section in order to examine their relevance to the
constructivist concepts of resource incongruence developed in the last
chapter.

CONCEPTS OF PERSON-ENVIRONMENT FIT
Person-environment fit is a concept which implies a relationship between
person and environment. A large volume of research has been
conducted on person-environment fit in the university environment
(Baird, 1971; Baird, 1973; Baird, 1974). This research has focussed on
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basic measures such as the size of the environment and provision of
facilities (Rock, Centra and Linn, 1970), the nature of physical facilities
(Holohan and Wilcox I977); student preferences, aptitudes and type of
faculty (Astin and Holland, 1961; Nichols, 1964; Rock, Baird and Linn,
1972) and general satisfaction with the environment (Corazzini, Wilson
and Huehner, 1977).
The subculture approach to person-environment fit has most in
c o m m o n with the constructivist assumptions previously outlined.
According to Walsh (1975) the subculture approach to explaining
person-environment interaction suggests that the environment is
paramount to selecting and shaping the behaviour of people w h o inhabit
it. W o r k on the analysis of college environments has focussed on
identifying dimensions of student attitudes and behaviour. These
dimensions were used to approximate student subcultures. According to
Jahoda (1961) lack of fit occurs when the values and beliefs of
individuals do not coincide with cultural patterns. W h e n this occurs
people will experience a situational strain between their o w n preferences
and the requirements of the culture of the group they belong to.
N e w m a n and N e w m a n (1978) discuss the way in which the college
culture modifies students' value frameworks so that their aspirations are
in line with environmental influences. They suggest that if students with
an inflexible identity and value system select a college which is at odds
with their value system and if there is minimal student-faculty interaction,
they are likely to retain their values. If there is a great amount of studentfaculty interaction inflexible students will feel uncomfortable and m a y
develop behaviours which protect them from the stress of this
discrepancy.
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Pervin (1967a) conducted research which gave strong support to the
proposal that student satisfaction with college w a s related to perceived
similarity between self and the college environment. The fit between
characteristics of the individual and the environment w a s more strongly
related to satisfaction than the separate characteristics of the individual
or the environment. Pervin (1967b) found that discrepancies between
student perceptions of themselves and their college were related to
dissatisfaction with college. Astin (1975) found that students persist with
college if they attend an institution in which the social backgrounds of
other students resemble their own. This relationship w a s found to be
independent of academic ability. Harrison (1978) maintains that
empirical studies have demonstrated that measures of fit can account for
variance in strain which cannot be predicted by linear relationships with
the P or E component measures, either singly or together. Contrary to
these findings Witt and Handal (1984) found that person-environment
congruency w a s not a better predictor of college satisfaction than
environment or personality measures alone.
Walsh (1975) notes that as in Barker's behaviour setting theory the
subculture approach has no explicit concept or operational definition of
the individual. It described instead the impact of the environment on its
members. The subcultures have usually been identified by using the
College Student Questionnaires and the environment is then described
in terms of the characteristics of its members but not as it is perceived by
them.
Harrison (1978) has provided extensive conceptual analysis of
person-environment fit. H e defines the objective environment as existing
independently of the person's perception of it, and including objects of
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the physical and social environment which do and do not c o m e into
contact with the individual. The subjective environment represents the
person's perceptions of the objective environment. This includes
perception of the supplies available to meet needs and the demands for
performance for which the supplies will be m a d e available. P-E fit
represents the interaction of the person and the environment rather than
an outcome which each causes.
Harrison (1978) relies on a motivational theory by which the individual
strives to attain goals or states concerning the environment. W h e n goals
are not attained there is a lack of fit or incongruence. Harrison suggests
that people m a y react to poor P-E fit with coping or creating defences
against the awareness of the incongruency. Coping refers to activity
directed toward changing the objective environment or person so that the
fit between the two is improved. Defences can be used to distort the
objective environment or self so that the strain of incongruence is
reduced. Defences m a y also be used to deny the experience of strain.
The use of a defensive process m a y improve subjective sense of fit and
reduce stress but not improve objective fit.
Harrison distinguishes between needs-supplies fit such as personal
need for achievement and opportunity for achievement in a school, and
abilities-demand fit such as maths ability and pre-requisite competence
for a course. A role is stressful to the extent that it does not provide
supplies to meet the individual's motives and to the extent that the
abilities of the individual fall below d e m a n d s of the role which are prerequisite to receiving supplies.
Harrison suggests that accurate measurement of P-E fit should reflect
the values and goals of the individual. H e contends that a measure of P-

Transition to N e w Environments

81

E fit will predict strain only if it has the s a m e meaning for each
individual's values and goals. H e suggests that idiographic approaches
need to be explored for defining dimensions of person-environment fit.
Stokols (1979) conceptualises congruence in terms of the balance
between facilitation and frustration of multiple needs activated in an
environment. Stokols calculates congruence by taking account of
variations in the individual's ratings of the motivational salience of needs
and multiplies the effects of environmental facilitation or frustration of
these needs with these ratings. The frustration of more important needs
is assumed to have a more negative impact on health. These
hypotheses are similar to the schema of resource incongruence
developed in the last chapter in that incongruence with superordinate
resources is postulated as creating more stress.
Greenberger and Steinberg (1982) used Stokol's concepts of
motivational salience and environmental facilitation in an exploration of
the relationship between person-environment congruence and childrens'
health. The contribution of congruence to childrens' health w a s small
and w a s also independent of the contribution of life events. They found
that the scores for congruence were skewed as students often reported
environmental facilitation. This suggests that individuals m a y adjust their
judgements so that environmental facilitation is not experienced as
cognitively dissonant. This indicates the need for a measure of personenvironment fit which does not have d e m a n d characteristics.
Tracey, Sherry, and Keitel (1986) suggest that global lack of fit is more
relevant to general distress than a single dimension of fit. They also
assume that lack of fit on several dimensions is summative. They
suggest that moderate lack of fit in several areas of a person's life will be
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related to greater levels of distress than a substantial lack of fit on only
one dimension. They suggest that P-E fit be assessed on several
important dimensions and combined as an index of general fit. They also
maintain that measures incorporate subjective and perceived
assessments of an environment because they assume that awareness of
lack of fit leads to distress. They define actual objective P-E fit as being
related to distress through a lack of positive reinforcement for needs
being provided by the environment. Perceived coping skills also
determine the level of distress. Utilising a variant of Bandura's (1982)
definition of self-efficacy they suggest that people w h o perceive
themselves as being able to cope with difficult situations will experience
less distress. They empirically examined state anxiety and physical
symptoms in relation to help-seeking behaviour. Students w h o sought
help tended not to fit into their dorm floor yet felt no less confident of their
problem-solving efficacy. Sense of efficacy and lack of fit were
independently related to distress but not on help-seeking. Actual
discrepancy had a strong relationship with help-seeking and no direct
effect on distress. Help-seeking w a s found to have a strong negative
relationship with distress.
Pargament (1986) suggests the need to define whose perspective is
used in defining a need and a resource, and also to take account of what
point in time such needs are being considered. Pargament suggests that
because of the difficulties inherent in the objective measurement of
person and environment, studies have focussed on subjective perceived
fit and it is not clear h o w these different dimensions relate to each other.
Pargament (1986, p.679) notes that "the individual's ideal view of the
climate is seen as a measure of individual need, whereas the individual's
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actual view of the climate is seen as a measure of environmental
response." H e suggests that these perceptions are not independent of
one another. Individuals' views of a situation m a y be affected by how
they would like it to be and their ideal view of the situation may be
affected by h o w it s e e m s to be. H e notes the need for measures that
discriminate between the environment, personal preferences and
person-environment interactions.
Caplan, Tripathi and Naidu (1985) have explored person-environment
fit within time frames. They examined the relationship between
subjective current, retrospected, and anticipated person-environment fit
on affective and somatic strain and well being. They distinguished
between cognitive and motivational fit. They defined cognitive fit as
being able to meet d e m a n d s for cognitive tasks such as remembering.
Motivational fit w a s regarded as being able to create exertion or trying.
Poor cognitive fit w a s more effective in predicting high levels of strain
across all time frames but w a s most effective in the past and current
frames. Poor motivational fit w a s effective in predicting strain for
anticipated or current time frames. They suggest that subjectively
uncontrollable fit is more salient in the past time frame, whereas more
subjectively controllable fit is more salient in the future time frame.
Pargament (1986) suggests that research on person-environment fit
tends to be atheoretical. O n e of the aims of the current project will be to
apply the concepts of constructivist psychology to the concept of personenvironment fit. A s noted, s o m e researchers suggest the need for
idiographic measures of fit. Such measures are compatible with the
theoretical base of phenomenology developed in this project. O n e of the
aims of this project is to develop concepts and measures of person-

Transition to N e w Environments

84

environment fit which can account for the specifics of a particular
environment and the interpretive processes of the individual. Harrison
(1978) suggested that coping and defence is an important area to
research in relation to person-environment fit. The literature on stressful
life events and coping process will be reviewed in the next section and
implications for construct inflexibility in relation to person-environment
incongruency will then be discussed.

MODELS OF STRESSFUL LIFE EVENTS AND COPING
PROCESSES
S o m e of the models developed in this area of research incorporate the
assumptions of constructivist psychology in a general way. In s o m e
cases concepts of interpretive or appraisal processes are used. For
example, in the disease model outlined by Murrell and Norris (1983) a
stressor is given meaning which leads to stress and internal imbalance
which then makes the individual susceptible to a previously harmless
agent and consequently disease.
Murrell and Norris (1983) have developed a model which links life
events and psychological states. The positive or negative nature and
intensity of a psychological state varies with resources and
environmental changes. Resources are stable conditions and supplies
in the environment that the person appraises as being available for
dealing with life changes. Resources m a y change resistance to disease
or promote quality of life. Life events perceived positively are associated
with positive changes in psychological state and vice-versa.
Transactions between these factors mediate the overall effect of life

Transition to N e w Environments

85

events. Environmental changes and associated life events affect the
availability of resources which then affects the occurrence of other
events. Desirable events m a y function as resources and psychological
states m a y influence appraisal of resources. Time has a passive
moderator role allowing judgments of past life experiences to reduce the
impact of more recent environmental changes.
M o o s (1984) has developed a model which links personal and
environmental resources. The effects of life stressors are mediated by
appraisal processes which are similar to construct systems. Appraisalfocused coping involves attempts to define the meaning of the situation.
Other models outlined by Block and Zautra (1981) tend not to place
emphasis on idiosyncratic appraisal processes. In the life crisis model
the positive or negative quality of crisis resolution mediates the impact of
life events. In the social desirability variation model the social
significance and desirability of the event as perceived by others is more
salient than idiosyncratic perceptions. The equilibrium model focuses on
the salience of change in a person's experience. Change creates an
imbalance which requires an adjustment response from the person. An
event will have more impact if it requires greater adjustment regardless of
its positive or negative nature. The stimulation variation model suggests
that very high and very low levels of life change will lead to increased
distress whereas moderate levels provide adjustment and satisfaction.
Cognitive appraisal processes are used in these models as a way of
linking the individual and the environment. A number of empirical
studies have been conducted which indicate the importance of
interpretive processes in coping with stressful situations.
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M o o s (1984) asked people to describe how they dealt with crisis or
stress and developed a classification scheme dividing active attempts
into cognitive and behavioural strategies and clustering attempts to
avoid the problems or reduce emotional tension. "Appraisal-focused
coping entails cognitive attempts to define the meaning of the situation
while problem focused coping involves taking action to modify or
eliminate the source of stress or to deal with the tangible consequences
of an unavoidable problem. Emotion focused coping includes responses
whose primary function is to m a n a g e the affect aroused by stressful
situations" (p.14).
Finkel (1975) examined the ways in which people w h o experienced a
trauma were able to convert it into a "stren" through a cognitive process
which usually replaced a negative appraisal of the self, a situation or a
family m e m b e r or friend with a more optimistic or broadened
construction. H o found that this conversion process w a s more likely to
occur with increased age. In a subsequent study Finkel and Jacobsen
(1977) found that the ability to convert traumas into strens seemed to be
dependent more on the person than the specific event. Success at
converting w a s followed by more positive coping with subsequent
events.
Scheier, Weintraub and Carver (1986) have examined optimism and
pessimism as different approaches to construing stressful situations.
They note that previous research has shown that dispositional optimism
is associated with successful adaptation to stressful situations. They
explored h o w optimists differ from pessimists in the kinds of coping
strategies that they use. The results of two separate studies indicated
positive correlations between optimism and problem focussed coping,
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seeking of social support, and emphasising positive aspects of the
stressful situation. Pessimism w a s associated with denial and
distancing, focusing on stressful feelings, and with disengagement from
the goal with which the stressor w a s interfering. They also found a
positive association between optimism and acceptance or resignation
when the event w a s construed as uncontrollable.
Locus of control could be regarded as an interpretive process which
moderates the effects of stressful life events. Sandler and Lakey (1982)
found that externals experienced more anxiety with negative events than
people with an internal sense of control and that the stress buffering
effect of support w a s obtained for internals but not externals. In contrast
Nelson and Cohen (1983) found that dispositional locus of control beliefs
and control perceptions failed to moderate the effects of life events.
Perceptions of control were a function of the characteristics of events
rather than dispositional characteristics. The outcomes of negative
events were consistently viewed as less controllable than those of
positive events.
A study conducted by Defares, Brandjes, Nass and Van der Ploeg
(1984) indicates that there m a y be sex differences in the way in which
people utilise interpretive processes for coping with stressful events.
They found that w o m e n working in child guidance centres showed higher
anxiety levels than men, suffered less from health problems such as
hypertension and excessive drinking but were more vulnerable in coping
with detrimental life events. M e n resorted to active cognitive coping more
than w o m e n with an assertive outgoing attitude. W o m e n utilised more
social support in seeking solutions to their problems.
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The role of social support in mediating the impact of stressful events
has been a major topic of research in this area (Barrera and Ainlay,
1983; Ganster, Fusilier and Mayes, 1986; Leavy, 1983; Oxley, Barrera
and Sadalla, 1981). Cohen and Wills (1985) have concluded from a
review of this area that social support acts as a buffer to the experience of
distress w h e n it is viewed as the availability of interpersonal resources to
deal with the stressful event. Shumaker and Brownell (1984) suggest
that perception of the exchange will influence the effect of support. The
person's attitude to, or interpretation of, social support mediates its utility.
According to the constructivist analysis conducted in the last chapter
the use of interpretive processes in coping with stressful events will be
mediated by the flexibility of a person's constructions. Thus the ability of
people to convert negative experiences into positive experiences, as
examined by Finkel (1975) and Finkel and Jacobsen (1977), would be
mediated by the flexibility of constructs initially used to construe the
events. Their work also suggested that this ability increased with age
and maturity. More general attitudes such as optimism and internal locus
of control m a y be similar to flexible construing as they enable the person
to pursue alternatives. Pessimists used defensive processes such as
denial and the buffering effect of support w a s not obtained for externals.
The concepts of social constructivist psychology previously discussed
will be used to provide specific hypotheses and an integrated model of
the person, social structure and coping responses. According to these
concepts people experience the social world through definitions of
situations which are defined in terms of possible outcomes. Effective
action is dependent upon congruence between individual and social
resources at subordinate and superordinate levels. A dialectical
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interplay between flexible and inflexible construing is required so that
there is sufficient flexibility for n e w experience to be acknowledged and
sufficient pre-emptiveness or inflexibility for a specific course of action to
be chosen.
This project will focus on the interaction of inflexible construction
processes and the experience of person-environment incongruence. A
further aim of the project will be to develop a measure of personenvironment fit which can account for the specifics of a particular
environment. In response to the suggestion of Harrison (1978), this
measure will explore the usefulness of an idiographic approach.

TRANSITION TO UNIVERSITY
Life transitions are created by an individual's passage through the
socially constructed h u m a n cycle of development. Egan and C o w e n
(1979) have outlined the developmental tasks associated with the cycle
of h u m a n development in terms of a variety of social contexts. Viney
(1987a) has provided a social constructivist perspective on life-span
development. Children c o m m e n c e the development of their constructs
by interpreting the constructs of their caregivers. They gradually expand
the circle of people whose constructs they can interpret to the point
where they can integrate the culture. The constructs pertaining to age
related subcultures can serve as reference points for the development of
construct systems. Life transitions related to development through these
subcultures are times of vulnerability as well as personal development.
Viney suggests that transitions can provide blocks to people integrating
their experience through reinterpreting events.
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Transition to higher education is initiated by social development within
s o m e subcultures of society where such training is valued. This
transition is also represented in the plans people m a k e for their life and
career. Plans for higher education m a y have b e c o m e salient because an
individual has reached the stage of life where such education is
appropriate. For example, adolescents w h o finish school are faced with
the task of earning a living or orienting themselves to particular vocations
through further training and education. Mature age students m a y take up
university study in order to alter the direction of their working and
personal lives. The direction chosen is often dictated by rules of
appropriateness which emanate from the socio-cultural context in which
the individual resides and the roles the individual has adopted in that
context. T h e dialectical nature of person and society operates within this
process. Individuals act from within on the basis of knowledge about
themselves and the course that their lives should take. This knowledge
is derived through socialisation from the social structure within which the
individual resides. The transition has its origin within the individual and
the social structure.
The university environment is intended to fulfil the students' interests
and as such society's interests for that person. The university fulfils a
function for society by enabling people to fulfil their role prescriptions
which are in turn a part of the fulfilment of other functions within society
e.g. commercial production, education and socialisation. Students m a y
also have idiosyncratic interests in being at university which are not
prescribed by dominant social structures. Such interests m a y have
developed from participation in subcultures which are not in the
mainstream of society.
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Ethogenic developments of symbolic interactionism and social
phenomenology (Harre, 1972; Harre, 1979) in the area of role/rule
models suggest that the student role prescribed by the structure of a
university can be described as a compendium of rules. There is a further
set of rules developed informally and enigmatically by students and staff.
These rules govern the w a y in which students act in idiosyncratic
situations concerned with their academic performance and interaction
with staff and other students. Students will also bring to the university
sets of rules for appropriate behaviour derived from their social structures
outside of the university context.
The university as a setting for intervention can be represented as an
organisation, community and institution. The system of learning Is
structured as an organisation within the academic department. The
central administration of the university is set up as an organisation. The
culture and ideology of these two interacting, co-operative and
sometimes disparate organisations are determined by the traditions of
the university institution which upholds standards and values c o m m o n to
most universities. Students are subject to the roles and rules of this
institution and its variants within the academic organisation. The
academic departments and faculties can also be represented as a
community where there are c o m m o n goals and purposes and quests for
democracy, autocracy and power over the bureaucracy. Students are
also organised as a community where social networks and structures of
influence are drawn from different faculties and departments.
Life within the university is governed by the roles and rules of the
social structure. This structure creates its o w n stresses. The student is
initially unfamiliar with the system of learning and m a y experience stress
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during the time of transition (Viney, 1977). Students also bring stressful
life events from the outside community which influence their capacity to
cope with the n e w d e m a n d s of university.

A SOCIAL CONSTRUCTIVIST MODEL OF TRANSITION TO
UNIVERSITY
Students experience the university environment through definitions of
situations. These situations are defined in terms of possible outcomes
which could be attained through action. These outcomes are
subordinate to superordinate plans for a career and life in general. The
outcomes are partly dictated by the student role which requires the
fulfilment of formal and informal rules of the university social structure.
These role requirements are not necessarily congruent with students'
idiosyncratic interests in being at university. Students m a y endeavour to
gain mastery over the student role as they construe it, but might be
thwarted by the lack of fit between their construction of the role and the
role dictated by the social structures of the university. A student's
successful mastery of the student role will be a function of the adequacy
of the person's resources to fulfil the d e m a n d s of the student role and the
level of fit between the person's construal of the role and the role dictated
by the social structure.
Fulfilment of the requirements of the student role is dependent upon
having access to personal and social resources which enable effective
action. Action is social in nature and m a y involve indirect interaction or
direct face-to-face interaction. Skills in individual and co-operative
learning and personal organisation are relevant to the student role.
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Access to social resources is dependent upon the availability of suitable
social structures relevant to interacting with teaching staff and other
students. Action and interaction relevant to fulfilling situational outcomes
are related to superordinate constructs of abilities for performing in a
university course and intimate social structures such as family or spouse.
Effective action is dependent upon congruence between these resources
at subordinate and superordinate levels.
The experience of new situations m a y lead to incongruence between
typical constructs and n e w elements of experience. Students will
experience anxiety due to interpretive incongruency if they are not able
to m a k e sense of n e w experience which is incongruent with existing
constructs. They will also experience hostility if they refuse to alter their
existing constructs to accommodate the new experience. This hostility
m a y be directed inward to themselves or outward to other students or
staff or intimate others. If the new experience is incongruent with
subordinate constructs of personal and interpersonal resources effective
action and fulfilment of situational interests will be impeded and people
will experience disempowerment within this particular environment. If
there is incongruence with superordinate core constructs the implications
for change in constructs will create core anxiety in the form of threat or
fear. If superordinate role constructs are incongruent with the
experience, guilt will also be experienced.
Incongruence between personal and social resources will be termed
person-environment incongruence. This concept is an extension of the
concepts of person-environment fit discussed in the foregoing sections.
The concept of subordinate and superordinate incongruence provides a
hierarchical s c h e m a for describing person-environment fit. The
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constructivist concepts provide a base for describing individuals'
cognitions and actions.
Effective incorporation of n e w experiences and resolution of personenvironment incongruence will depend upon the flexibility of a person's
construction processes. Sufficient flexibility is required so that new
experience can be acknowledged and interpreted. Sufficient inflexibility
is required so that a specific course of action can be chosen and
outcomes attained. Adequate functioning requires a dialectical interplay
between flexible and inflexible construing so that constructs can evolve
while remaining functional for interpreting experience. The use of
inflexible construction processes m a y enable people to avoid making
changes to their constructs. If people continue to be confronted with the
incongruency they will find it difficult to maintain these constructs and will
experience increases in anxiety and hostility. Flexible construing will
enable people to de-reify social structures w h e n they experience
incongruence between personal and social resources. They will then be
able to develop alternative social structures which will create a sense of
empowerment and enable them to fulfil their interests in the situations
they encounter in the n e w environment.
If people's interests and superordinate plans are inflexible they m a y
experience confusion if they find it difficult to define their interest or have
a conflict of interest in a n e w situation. Their inflexibility will prevent them
from adjusting to the nuances of a n e w situation and developing
alternatives for resolving conflicts. Confusion about what is of interest
will m a k e it difficult to define what is relevant to the situation. This failure
to define what is of interest would probably not lead to any prediction or
plans of action as there is no motivation for action. Inflexible constructs
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for action and interaction will prevent the development of alternatives if
they are found to be incongruent.
A n alternative speculation is that people w h o maintain existing
constructs and inflexibly pursue their o w n interpretation and stance
towards the environment m a y cope adequately if they are able to ignore
the incongruencies. This is congruent with Kelly's fragmentation
corollary. Such inflexibility m a y take a lot of psychic manoeuvring. If
successful it will m e a n that people will be free of anxiety and be able to
utilise resources in the manner they are accustomed to. A s time goes on
they m a y have to engage in more reification than initially necessary if the
incongruence with the environment provides impediments to action. If
this process is successful the utilisation of resources could lead to the
satisfaction of their interests in the situation.
It is perhaps more likely that such inflexibility will b e c o m e problematic
as the environment offers resistance to the person's general definition of,
and action stance towards, the situation. Such opposition from others
m a y require further psychic manoeuvring. If unsuccessful, people m a y
experience even more stress than they would have if they had
reconstrued self and environment w h e n first confronted with the
incongruency. Such stress is likely to be manifest in the form of hostility.
From a constructivist perspective the hostility provide an indication of the
extent to which a person refuses to modify their construct system in the
face of invalidation. The experience of hostility is an outcome of
inflexible construction. Anxiety is also likely to increase as the
awareness of invalidation increases.
The usefulness of flexible and inflexible forms of construction m a y be
dependent upon the stage of transition a person is going through.
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Initially circumspective construing is appropriate in order to canvass the
possibilities for interpretation and action in a situation. Without flexible
construing a premature and possibly inneffective choice will be made.
Without inflexible construing a choice will not be m a d e and action and
control will not eventuate. Balancing flexible and inflexible construing
m a y be the key to effective interpretation and action in a new situation.
It s e e m s likely that people w h o reorganise their constructs to suit the
current situation will have a healthy outcome in that situation.
Alternatively, such re-organisation could create more anxiety than if the
constructs had been kept intact and the incongruency ignored. Such
difficulties m a y be due to the overwhelming implications of s o m e of the
changes they try to make. People w h o are too flexible m a y find it difficult
to settle on a specific construction. They experience anxiety because
they cannot decide between constructions of the situation. They then
experience ineffectiveness and dissatisfaction. Whether flexible
construers cope more effectively during their transition to university when
faced with person-environment incongruence will be examined in
subsequent empirical work.
These speculations are similar to s o m e of the concepts developed by
Harrsion (1978). Harrison (1978) suggests that people can create
psychological defences which prevent them from consciously
experiencing person-environment incongruence. Harrison's analysis
suggests that defensive coping processes which enable the person to
deny awareness of lack of person-environment fit m a y result in improved
subjective fit and a lowering of stress and strain. Such defences also
lower the individual's contact with reality. It is suggested that this may
lead to an increase in person-environment incongruence at a later date,
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thus pointing to the need to assess person-environment fit and defensive
coping processes along a time dimension. The denial of personenvironment fit m a y reduce stress and strain but m a y lead to
incompetence and lack of control in the environment for which further
defensive processes are required.
If people create a defence against person-environment incongruence
they are unlikely to act effectively in the situation as they will not be taking
the incongruence into account. A s suggested by Kelly, people are
capable of maintaining incongruent constructs without stress. People
w h o do acknowledge incongruence with their environment should
eventually be more able to master new situations as they are able to take
such incongruence into account in their interpretations and actions. If
they are flexible in their approach they m a y develop ways of utilising
existing resources or m e a n s for creating new resources.
In the subsequent empirical studies inflexible constructs indicated by
verbalisations will be examined for indications of the person limiting their
choices for interpretation and action. Such inflexibility m a y be
representative of defences against incongruence; however, it will not be
the focus of empirical investigation.
The experience of incongruence could be due to either the person's
construals of the situation or to the actual environment as also
experienced by others. This is similar to Harrison's (1978) distinction
between objective and subjective person-environment fit. This distinction
could work both ways. If people construe themselves or the environment
differently they m a y see that what they want is actually available or that
alternative resources could be utilised. Then again, there m a y not be a
way of reconstruing the situation as the socially given environment (as
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also experienced by others) does not provide what they want. In this
case the incongruity could be resolved by people changing their
constructs of, for example, what they want in the situation. Alternatively
the environment could be changed through social intervention. In order
for this to be possible they m a y need to reconstrue the environment to
see alternatives and the possibility of social change. This project will
focus on construals of the environment and whether they are flexible
enough to allow people to reconstrue and see alternatives when they
experience incongruence between themselves and the environment.
Whether there are actual opportunities for social intervention and change
will not be empirically addressed.

METHODOLOGY APPROPRIATE TO SOCIAL
CONSTRUCTIVISM
The basic tenet of the constructivist approach is that research should
focus on the experience and interpretations of the people being
investigated (Viney, 1988). Viney (1987b) has proposed a schema of
research models which depict the extent to which the interpretations of
the researcher and participants are focussed upon. She suggests that a
mutual orientation model of data collection is most appropriate for
focussing on interpretations of experience. Within this type of research
the experimenter and the subject contribute to the data collection and
they are influenced by the interplay of interaction and the interpretations
they m a k e of the research situation.
Researchers such as Harre and Secord (1972) have suggested that if
w e want to know why people have acted in a particular way, then w e
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should simply ask them to "account for their actions". Fischer (1974) has
used a similar approach for investigating anxiety. H e asked people to
describe situations in which they were anxious. From these written
protocols he endeavoured to derive the essence of being anxious.
If investigators rely on written accounts or protocols, they have an
indirect relationship with the person being investigated. This is a
relationship which provides the least certainty for understanding another
person. This problem could be avoided if the accounts or protocols are
used as a basis for participant dialogue between the investigator and the
investigated.
There are problems in utilising subjective reports for the purposes of
comparing people and measuring change. It is difficult to derive a basis
of comparison which is applicable to the people's individual interpretive
schemes. Structured methods which could serve as a compromise are
repertory grids, Q-sorts, individualised rating scales and standardised
content analysis methods.
Repertory grids provide a m e a n s of investigating the constructs or the
qualities attributed to elements of a situation without reference to the
investigator's o w n interpretive schemes. The data provided can be
quantified and adapted for measuring change within an individual and
differences between individuals (Fransella and Bannister, 1977). The
concepts of superordinate-subordinate relations and core constructs
have been conceptually and empirically examined using the implications
grid (Hinkle, 1965; Henry, 1985) and interview methods (Leitner, 1985).
The Q-sort (Stephenson, 1953) is a method of empirically studying an
individual's experience. The method can be adapted for use with several
people so that similarities or differences in their experience can be
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demonstrated in conjunction with the use of factor analysis and other
statistical procedures.
Individualised questionnaires can be constructed which utilise rating
scales that are derived from a subject's choice of categories that are
given the meaning that subjects attribute to them. Shapiro (1961) and
Mitchell (1969) developed such rating scales in the form of the "Personal
Questionnaire" and found them useful for exploring changes in individual
psychological symptoms overtime. A criticism of these techniques is that
the instructions incorporated in the administrative procedures are a
constraint upon the subjects' reports of their experience. This problem
could be minimised if any conclusions drawn from the data were derived
in consultation with the "testee as co-evaluator" as suggested by Fischer
(1970).
The method of content analysis scaling of interview transcripts
developed by Viney (1981) and Gottschalk and Gleser (1969) has the
advantages of dealing with meaning, being non-intrusive, not being
situation specific and enabling comparisons to be m a d e between
individuals (Viney, 1981; 1987). The diversity of topics to which this
methodology has been applied is reviewed by Gottschalk, Lolas and
Viney (1986). Westbrook and Viney (1977) have discussed the
usefulness of content analysis scales to life stress research. Viney
(1981) has discussed the potential usefulness of this method in
community psychology. She argues that the method can unobtrusively
provide information about the experience of being in a community and
that the method is flexible enough to be used in different communities.
She also notes that the method has an advantage over questionnaires
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and inventories typically used in community psychology in that it is not
situation specific.
In terms of the mutual orientation model content analysis methods are
limited in that they do not ascertain whether the interpretive schemes of
the content analysts are the s a m e as those of the person being
investigated, in order to fulfil the requirements of this model the content
analysis of a person's subjective reports could be conducted in
consultation with the person in a face to face relationship. This
procedure would have the disadvantage of being very time consuming in
large scale studies of the size undertaken in this project.
Life stress research typically utilises questionnaire methodology for
investigating live events and stress reactions (eg. Kanner, Coyne,
Schaefer, and Lazarus,1981). Such research focuses on aggregated
results and the methodology utilised usually does not coincide with the
mutual orientation model of data collection. The need for fulfilling the
requirements of this model of research has received s o m e mention in
community psychology. Sarason, Johnson and Siegel (1978) have
suggested an idiographic-subjective approach to the measurement of
stressful life events. Dohrenwend and Dohrenwend (1974) have
discussed s o m e of the methodological issues involved in using an
idiographic approach to study life events. A s previously, noted Harrison
(1978) has suggested the use of an idiographic approach for the study of
person-environment fit. Content analysis scaling methods will be utilised
in this project as they provide an idiographic approach to measurement.
The method is also compatible with the major assumptions of the social
constructivist perspective. The method provides minimal constraint on
the verbalisations of the people studied. This increases the likelihood
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that the verbalisations analysed will be closely related to actual
constructions of experience. The method also enables comparisons to
be m a d e over time during a transition process without the problems
associated with retesting using the s a m e instrument (Viney, 1983). The
method also enables comparisons to be m a d e between different groups
with varying experiences.

OVERVIEW OF EMPIRICAL OBJECTIVES AND RESEARCH
QUESTIONS
M y objectives in the first study were to conduct a qualitative assessment
of students' experience of transition to university and to develop a
content analysis scale for measuring the experience of personenvironment incongruence. A further objective was to examine the
experience of person-environment incongruence in different types of
university environments and to explore relationships between this
measure and content analysis scales measuring emotional stress. The
literature indicated that person-environment incongruence is affected by
the size and type of environment. I anticipated that effective coping with
person-environment incongruence would be accompanied by reduced
core anxiety which would indicate that the person w a s not experiencing
fear, threat or guilt. Reductions in hostility would indicate that the person
was not maintaining constructs in the face of invalidation. Another aim
was to examine the effects of incongruency between core and peripheral
resources. I expected that incongruency involving core resources would
be associated with increased core anxiety.
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M y major objective in the second study w a s to investigate the relation
between person-environment incongruence and inflexible construing
during the experience of transition to university. I developed a content
analysis scale for measuring inflexibility.
I expected that resolution of person-environment incongruence would
depend upon an interplay between flexible and inflexible construing.
Sufficient flexibility is required to adequately cater for n e w experiences
so that students can participate in social structures which provide a
satisfactory experience of the environment and develop a sense of
empowerment. It is also possible that people w h o are more flexible in
their construing m a y be overwhelmed by the implications for change in
their construct systems and have difficulties interpreting experience
which will create cognitive anxiety (Viney and Westbrook, 1976). They
m a y not cope as effectively as people w h o maintain inflexible constructs
during transition. Sufficient inflexibility is also required to enable
effective action to be taken. Alternatively people w h o are more inflexible
m a y experience more interpretive anxiety if they fail to integrate new
experience which m a y lead to increases in hostility if they hold onto
invalidated constructs. Increases in core anxiety m a y also occur if
incongruence with core resources is not resolved. Disatisfaction with the
new environment will also occur if their actions do not lead to the
fulfilment of interests in the situations they encounter.
The stage of transition m a y determine the balance required between
flexible and inflexible construing. In the early stages of transition greater
flexibility m a y enable n e w experience to be construed. In the later stages
of a transition greater inflexibility will enable effective action to be taken.
The literature indicates that general coping processes differ according to

Transition to N e w Environments

104

life stage and sex. The utility of flexible or inflexible forms of construing
during transition m a y differ according to these factors. The literature also
indicates that coping with person-environment incongruence will be
influenced by the vocational aspirations of students and therefore m a y
interact with the flexibility of construction processes. These factors were
incorporated in the design of the second study. The literature also
indicates that sense of locus of control and social support mediate the
impact of stressful events. These experiences were also accounted for in
the second study. Successful reduction of person-environment
incongruence through effective reconstruction w a s expected to also
reduce interpretive or cognitive anxiety, core anxiety, and personal and
social hostility. Positive outcomes of the reduction of incongruence could
be expected in terms of a sense of empowerment and control over the
environment, the development of constructive social relationships, and
general feelings of satisfaction indicating that interests in situations had
been fulfilled.
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Chapter Four
A Study of The Experience of PersonEnvironment Incongruence in Different
Types of University Environment
AIMS
The primary aim of this initial study w a s to examine people's experience
of person-environment incongruence in different types of university
environment and evaluate whether it w a s possible to reduce
incongruence through intervention. A further aim w a s to examine the
validity of a content analysis scale for measuring person-environment
incongruence which incorporated the concepts of incongruency
developed from social constructivist psychology. The relationship
between person-environment incongruence and stress as measured by
other content analysis scales w a s also examined. A secondary aim of
the study w a s to gather information on the nature of the socio-cultural
environment experienced by first year university students.

HYPOTHESES
The following hypotheses were derived from the constructivist concepts
developed in the previous chapters:
1. The experience of person-environment incongruence will differ
according to the nature of the environment experienced by students.
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2. Person-environment incongruence will be accompanied by greater
core anxiety and personal and social hostility.
3. Person-environment incongruence involving superordinate core
resources will have a greater association with core anxiety than
incongruency involving subordinate peripheral resources.
4. The experience of person-environment incongruence, core anxiety
and personal and social hostility will be reduced by intervention
which provides personal and social resources.

METHOD
In order to examine these hypotheses, students' experiences of new
situations they encountered in their first session at university were
investigated using a mail questionnaire. Samples of students were
selected from a small university and a large university in order to
examine the effect of size of environment on person-environment
incongruence. A sample of the students from the larger university were
provided with an intervention designed to reduce their experience of
person-environment incongruence. The new situations experienced by
students were initially analysed by a method of thematic analysis. The
situations were then analysed by content analysis scaling method.

Sample
Samples of students were selected from a large metropolitan university
(18,000 students) and a small university (2,600 students) in a provincial
town. O n the basis of previous research it w a s expected that the the
larger environment would create a greater sense of person-environment
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incongruence (Astin and Holland, 1961; Baird, 1971; Baird, 1973;
Baird, 1974; Holohan and Wilcox I977; Nichols, 1964; Rock, Centra and
Linn, 1970; Rock, Baird and Linn, 1972).
A proportion of the larger university sample participated in an
intervention which w a s designed to reduce person-environment
incongruence. The students voluntarily participated in the intervention by
responding to advertisements at their enrolment. The students surveyed
w h o did not receive the intervention m a y have not participated because
they had not seen the advertising or had chosen not to respond. These
students had been randomly selected from the general first year
population. The method of obtaining students to participate in the
intervention w a s not a process of random selection. In this respect the
sample m a y represent a group of students w h o were motivated enough
to enrol in the intervention. Any effects due to the intervention need to
take account of this factor.
In the large environment 83 intervention students and 123 nonintervention students were sampled. In the small university 83 students
were sampled.

Measures
Questionnaire
In order to examine students' experience of the university environment
samples of students' statements about the situations they experienced in
their first few months at university were gathered through a mail
questionnaire. The mail questionnaire asked students to "describe three
new and significant situations you experienced in your first few months at
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university". Students were also asked to suggest any forms of assistance
they would have found useful in their first session at university. General
demographic data and information on coping responses were also
obtained. Students were told that the general purpose of the
questionnaire w a s to gather information on their experience of their first
year at university in order to determine how students can be helped to
deal effectively with the new demands of university. A copy of the
questionnaire is contained in Appendix One.
Content Analysis Scales
A Person-Environment Incongruence Scale w a s developed to measure
the concept of person-environment incongruence discussed in the last
chapter. The method of developing the content analysis scale and
establishing its reliability and validity is described in Appendix Two.
The scale consists of six categories which represent personal and
social resources at subordinate and superordinate levels. Personal
resources at the subordinate, peripheral level include situational
interests and individual actions. Superordinate personal resources
include purpose or plans and concept of self and abilities. Peripheral
social resources include non-intimate social interaction and environment.
Superordinate social resources include intimate social structures or
h o m e environment. Person-environment incongruence w a s defined as
incongruence between personal and social resources at superordinate
or subordinate levels or between levels. A full description of the
categories and examples are listed in Appendix Two.
The inter-rater reliability of this scale w a s satisfactorily established
using a panel of raters (See Appendix T w o for details). The validity of the
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scale will be examined in terms of its ability to discriminate between
differences in experience due to intervention and size of environment
found in the scores obtained in this study.
The Gottschalk and Gleser (1969) Scales for Anxiety and Hostility
were used to provide a measure of the emotional stresses experienced
by the students. According to Viney and Westbrook (1981a) they
conceptualise the scales as trace measures of psychological states.
W h e n people are unwilling or unable to directly express their experience
they will provide an indication of their construing of this experience
through the words they choose.
The Anxiety Scale consists of six components: Death (fears of death),
Mutilation (anxiety about physical injury), Separation (anxiety about lack
of support and loss of love), Guilt (anxiety concerning criticism,
condemnation or moral disapproval), S h a m e (anxiety concerning
embarrassment of humiliation) and Diffuse Anxiety (anxiety without a
clear source). Gottschalk and Gleser used a psychoanalytic model of the
person in defining these scales; however, its components have a
conceptual parallel with the constructivist concepts of threat, fear or guilt
discussed in chapter two and termed core anxiety. According to these
concepts traces of these emotional expressions will be found in
verbalisations when the person experiences incongruence with
superordinate core constructs. Superordinate incongruence was scored
in the Person-Environment Incongruence Scale when the person
expressed incongruence between core resources or between a core
resource and a peripheral resource. Subordinate incongruence was
scored for incongruence between peripheral resources.
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The Total Anxiety Scale score, which is the s u m of the scores for the
component scales, will provide a measure of whether people do respond
with this types of emotional reaction to person-environment
incongruence at superordinate levels.
The Hostility Directed Outward Scale measures overt references to
anger expressed by oneself and others and indirectly expressed anger
referred to in anger expressed by others towards other people and
objects. Hostility Directed Inward Scale scores references to self-hate,
self-criticism and depression. Ambivalent Hostility taps when people
express anger to themselves by referring to others being angry with them
but deny responsibility for their o w n anger. The Hostility Out Scale is
regarded as representing the concept of social hostility defined in
chapter two as the result of a person's refusal to reconstrue social
processes and structures. The Hostility Inward and Ambivalent Hostility
scales represent the concept of personal hostility which w a s previously
defined as the refusal to create alternative personal constructions
leading to a state of depression and inactivity.
The Anxiety and Hostility Scales have demonstrated reliability
(Gottschalk and Gleser, 1969; Schofer, Kock and Balck, 1979; Viney
and Manton, 1973). The Total Anxiety Scale has good validity with
evidence that it is significantly correlated with self-reports of anxiety
(Gottschalk, 1979) psychiatrists' ratings and physiological measures of
anxiety (Gottschalk and Gleser, 1969). The Hostility Scales also receive
adequate support for reliability and validity (Viney, 1983). T h e Hostility In
Scale discriminated psychiatric admissions from others (Viney and
Manton, 1973), w a s independent of sex, age and educational level, and
significantly correlated with self reports of depression and fatigue and
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ratings by observers of depression related behaviours (Gottschalk and
Gleser, 1969).
A summary of the content analysis scaling measures and the concepts
they represent is listed in Table 4.1.
Table 4.1 Constructivist concepts and content analysis scale measures
Concept

Content analysis scale

Person-environment incongruence

Person-Environment Incongruence Scale

Core anxiety

Total Anxiety Scale

Social hostility

Hostility Out Scale

Personal hostility

Hostility In Scale

Personal hostility

Ambivalent Hostility Scale

Procedure
Intervention
The intervention w a s designed to reduce person-environment
incongruence through the provision of social and personal resources.
The intervention w a s provided in the week before the students' first
session at university. The programme ran for four days and consisted of
lectures and small group sessions on university life and study. The
groups were led by academic tutors and counselling service staff. The
university study sessions consisted of exercises on efficient methods of
time management, reading, writing, and preparing for exams. The
exercises were partly didactic in that study skills principles were taught
by the group leader and were followed by group discussion. Adams, Orr
and Burke (1980) and Elkerton (1982) provide a description and
evaluation of the programme. Eighty three students participated in the
programme. The general function of the intervention w a s to provide

The Experience of Person-Environment Incongruence

112

personal and social resources for new students. It was expected that this
would reduce person-environment incongruence and stress.
Data Collection
The questionnaire w a s mailed out during the middle of the students' first
session at university. A follow up questionnaire w a s mailed to nonrespondents three weeks later. From the initial sample of 83 intervention
students 41 or 4 9 % returned the questionnaire. From the initial sample
of 123 non-intervention students 48 or 4 6 % returned the questionnaire.
From the initial sample of 83 students from the small university 40 or 4 6 %
returned the questionnaire. In terms of the usual response obtained in
mail surveys (Moser and Kalton, 1973) this response rate is satisfactory.
The statements obtained from each questionnaire were typed onto
separate sheets and claused according to the method suggested by
Gottschalk and Gleser (1969) and Viney (1983). The correction factor for
the number of words written, suggested by Gottschalk and Gleser (1969)
and Viney (1983), w a s applied to the raw scores. Full details of this
method are provided in Appendix Two.

RESULTS OF THEMATIC ANALYSIS OF STUDENTS
EXPERIENCE OF UNIVERSITY
A thematic analysis method was used to categorise the experiences
recounted in the questionnaire. Each situation described by a student
was typed on a card and sorted into thematic categories derived by the
writer. The situations were sorted according to their basic theme by three
other people in order to assess inter-rater reliability. The agreement
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coefficients, Kappa (Cohen, 1960) for this sorting were .87, .89 and .85.
The major themes and differences across the two environments are listed
in Table 4.2.
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Table 4.2 Thematic categories of new situations and percentages of students stating
each category in the large and small environment
Thematic Category

large

Small

Environ. Environ.
Independence
Freedom, independence and responsibility required for study andi Iiving45%
living45%
Travel away from h o m e or leaving h o m e for the first time

5%

39%
4%

Financial difficulties

2%

7%

14%

11%

N e w and different ideas in a new learning environment

8%

6%

Other people's attitudes which differed from m y o w n

8%

5%

16%
4%

Loneliness, Not having any close friends at university

1%
13%
11%
0%
9%
8%

Anonymity; being one in a large crowd of people

22%

N e w ideas, attitudes, experiences
Different people with different interests and ideas

Relationships
Helpfulness and co-operativeness of students and staff
Difficulties with or lack of contact or caring from teaching staff
The new experience of informal relaxed relationships
Meeting new people and making n e w friends
Fitting in and meeting compatible people

The mix of old and young students
Fitting in family with study
Relating to the opposite sex

0%
0%
7%

10%
4%
8%
5%
5%
4%
4%
3%

The system of learning
Coping with the volume of work

29%

Not knowing h o w to do the work required

17%
7%

Difficulties with lectures and notetaking

21%
17%
6%
4%

The n e w experience of the informality of lectures and tutorials

0%
3%
7%

Difficulty of contributing in tutorials

9%

10%
7%

The new experience of a wide range of facilities and activities

0%

11%

Familiarisation with the library system

3%

6%

The new experience of the formality of lectures
Difficulty in doing examinations

2%
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The list of categories provides a general description of the
environment experienced by first year students. The most salient
experience in both environments w a s adjusting to an educational system
which required an independent approach to learning and general living.
The higher proportion mentioning this experience in the larger
environment suggests that this requirement w a s possibly more
pronounced at the larger university. Coping with the volume of work and
not knowing how to the work required were also salient in both
environments.
Anonymity and loneliness and difficulties or lack of contact and caring
from the staff w a s more prominent in the larger environment. In contrast
helpfulness and co-operativeness w a s salient in the small environment.
A sample of students' statements about adjusting to an independent
educational system in the large environment is as follows:
"The freedom w e have If w e want w e can do s o m e work, if w e do
not want to w e don't."
"The situation where all the work is left up to you and no specific
attention is paid to you."
"The self-dependence is an immediate reality W e have to motivate
ourselves instead of being motivated by others."
"Style of learning is different from that of high school for example, in
the university you are not told directly what to study or how to study
certain subjects The work is given to you and it is all up to you to
find therightapproach."
"There is no pressure on the student to attend class or hand in
assignments. I had to think about why I w a s here, where I wanted to
go and how long I wanted to take.."
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A samples of students' statements adjusting to an educational system
which required an independent approach to learning and general living
in the small environment is as follows:
"To look after m y own personal concerns, in general the
tremendous independence I felt."
"The great sense and feeling of responsibility to make m y own
decisions."
"New environment of learning based solely on your own ability to
work and apply pressure on yourself, with no teachers to do so."
"One very significant situation is that the student is totally
independent; the amount of work which is done is decided only by
the student."
"Developing enough willpower to pursue studies under m y own
steam."
A sample of students' statements about coping with the volume of work
in the large environment is as follows:
"The amount of time devoted to university, ie. study and lecture time.
Very little spare time is available to m e now.."
"There's no time for "slacking". Constant work is very important for a
keen student.."
"The work-load is immense, far above that encountered in high
school."
"Too much work and not enough time to do other things."
A sample of students' statements about coping with the volume of work
in the small environment is as follows:
"I found myself in an institution that, while appearing lax, is
constantly pressuring, demanding a great deal of time."
"Assignments, essays, reports, put a lot of pressure on to get them
done because of sheer volume of work."
"The blow I felt during week three of session one when I was hit with
all the study."
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"The large amount of study one must get through in a seemingly
short space of time."
A sample of students' statements about not knowing how to do the
work required in the large environment is as follows:
"Having to write longer essays than at school required more
preparation and effort. I did not know how to start even preparing
the first essay."
"Getting s o m e understanding of exactly what is required of first year
undergraduates in their studies w a s difficult."
I did not know how to write essays properly and failed m y first
philosophy essay."
"Writing up practical reports in the right way w a s a mystery to me."
A sample of students' statements about not knowing how to do the
work required in the small environment is as follows:
"Things were not explained clearly or precisely in regards to what
work should be done by what time."
"Report writing experiments. I have difficulty understanding
requirements."
"The impact of not knowing how to prepare and write a formal
essay."
"I have difficulty figuring out the requirements for writing
assignments."
A sample of students' statements about anonymity and loneliness in
the large environment is as follows:
"Being alone at the beginning and not knowing anyone at all."
"Being in a huge place with very few friends and learning to adapt to
such a situation."
"I have no friends at university."
"Being in a large place and hardly knowing anybody."
"Walking into a group of 300 or so people and not knowing anyone."
"The size of the campus meant that you hardly ever ran into anyone
you knew unless you had an arranged meeting place."
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"The student is just one of hundreds."
"Going to lectures with about 1,000 other people."
"The lack of identity -1 felt like a number in a computer and felt the
intimacy that I would on Central station."
A sample of students' statements about difficulties or lack of contact
and caring from the staff in the large environment is as follows:
"No personal attention from lecturers."
"Lecturers and tutors are very hard to find during out of class
situations."
"A feeling that the staff don't give a d a m n - especially in English."
"Teaching staff take no personal interest in students work and their
ability to understand work.."
"Teaching staff are not concerned with a pupil's progress."
In contrast a sample of students' statements about staff in the small
environment is as follows:
"Being able to talk to teachers/tutors as friends in an informal
situation."
"Meeting and talking to lecturers and tutors on a more personal
basis than at school."
"At university it is much easier to discuss any problems or questions
with the staff as they m a k e themselves freely available for this
purpose."
"The amount of help offered by the lecturers and tutors m a d e study
and set work a little easier to cope with."
"Acceptance of staff and students with encouragement and caring."
These samples provide a direct expression of the students experience
during their transition to university. A quantitative assessment of the
differences in experiences is provided by the results from the content
analysis scales which are presented in the next session.

The Experience of Person-Environment Incongruence

119

RESULTS OF ANALYSIS OF CONTENT ANALYSIS SCALE
SCORES
The reliability of the scoring for the content analysis scales w a s checked
by comparing the author's scores and the scores of two other raters
using the Product M o m e n t Correlation Coefficient. Inter-rater agreement
coefficients are listed in Table 4.3.
Table 4.3 Agreement coefficients between raters
Scale

Rater#1&2 Rater#1&3

Rater#2&3

P-E Incongruence

.84

.86

.83

Total Anxiety

.83

.81

.82

Hostility In

.83

.84

.81

Hostility Out

.85

.80

.82

Ambivalent Hostility

.85

.83

.82

The coefficients indicate a satisfactory level of reliability, f-tests
conducted between the scores for each rater indicated that there were no
significant differences.
The levels of scores on the Person-Environment Incongruence Scale,
the Total Anxiety Scale and the Hostility scales were compared across
the two campuses using a multivariate analysis of variance ( M A N O V A )
(SPSS X , 1983). Shapiro-Wilk tests and the distribution of residuals
indicated that a data transformation w a s in order. A log ten
transformation improved the normality of the distributions.
There w a s a significant multivariate effect for environment using Wilks
criteria, F(10,262)=1.96, p<.04. T o investigate the effects of this factor on
individual dependent variables a stepdown analysis w a s performed.
Tabachnik and Fidell (1983) describe the step d o w n analysis as each
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dependent variable being analysed in turn with higher-priority dependent
variables treated as covariates with the highest priority variable tested in
a univariate analysis of variance (ANOVA).
The step-down F-tests listed in Table 4.4 were significant for PersonEnvironment Incongruence F(2,135)=5.8, p<.004,and Hostility In Scales
F(2,130)=3.03, p<.05. This finding fitted with the results of the loading
matrix listed in Table 4.5. T h e univariate F values for these two variables
were also significant (F(2,135)=5.79, p<.004 for Person-Environment
Incongruence and F(2,135)=3.01, p<.05 for Hostility In).
Table 4.4 Univariate and step-down F-values for the effect of size of
environment on the content analysis scale scores
Content analysis

Univariate F

scale scores

(2,135) D.F.

p<

Step-Down F

D.F.

g<

Person-Environment
Incongruence

5.79

0.00

5.79

2/135

Total Anxiety

1.45

0.24

0.88

2/134

Hostility Out

1.29

0.28

0.08

2/133

Hostility In

3.01

0.05

3.03

2/132

Ambivalent Hostility

0.54

0.58

0.47

2/131

Table 4.5 Correlations between content
analysis scale scores and canonical variate
Content analysis

Correlations between scale

Scale scores

score and canonical variate

Person-Environment t
Incongruence

-0.79

Total Anxiety

-0.26

Hostility Out

-0.34

Hostility In

-0.50

Ambivalent Hostility

-0.09

0.

0.
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M e a n s and standard deviations for the significant variables are listed
in Table 4.6. The m e a n s are plotted in Figures 4.1 and 4.2. Post hoc
multiple comparisons using a Bonferroni Mest value indicated the
following significant differences:
Students from the larger university without an intervention
experienced more person-environment incongruence (f(95)=2.91,
p<.005) and personal hostility (f(95)=2.14, p<.02) than students from the
small university.
The students w h o received the intervention in the large university
experienced less person-environment incongruence (?(96)=2.62, p<.01)
than those without the intervention.
There w a s no difference between the person-environment
incongruence and personal hostility levels for the students from the large
university w h o received the intervention and the students from the small
university.
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Table 4.6. M e a n s and standard deviations for Person-Environment
Incongruence and Hostility In Scale scores
Large University

Large University

Small University

Without Intervention

With Intervention

Without Intervention

n=57 n=41 n=40
Person Environment
Incongruence
Mean

.74

.60

.59

S.D.

.27

.24

.19

.56
.32

.48
.21

.44
.22

Hostility In
Mean
S.D.

0.8 -r
0.7Person- °-6"'
Environment °-5 "'
Incongruence °-4"'
Scale score 0.3 •
0.2 •
0.1 •
0-Large
university
without
intervention

Large
Small university
university with
without
intervention
intervention

Figure 4.1. M e a n s of Person-Environment Incongruence Scale scores
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.

0.20.1 ..
1
1
1
o J
Large university Large university Small university
without
with intervention
without
intervention
intervention

Figure 4.2. Means of Hostility In Scale scores

As previously discussed it was expected that, if the concept of
subordinate-superordinate incongruence w a s of use, then the PersonEnvironment Incongruence scores involving core resources would be
more effective in predicting the Total Anxiety Scale scores than the
incongruency scores involving peripheral resources.
A stepwise multiple regression of the separate scores for
Superordinate and Subordinate Incongruence w a s conducted on the
Total Anxiety Scale score using the facilities of S P S S X (1983). The
regression w a s highly significant for the Superordinate score,
F(1,136)=56.38, p<.00, with R2=.29. The Subordinate score also
contributed to a significant reduction in the s u m of squares after being
adjusted for the Superordinate scores (f=3.376, p<.001). W h e n the
Subordinate score w a s entered first in the equation it yielded an R2 of
only .17 and F(1,136)=28.56, p<.001. These results indicate that the
score for the Superordinate Incongruence Scale is more strongly related
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to the Total Anxiety Scale score than the score for Subordinate
Incongruence Scale.

SUMMARY AND DISCUSSION
In the larger environment students without an intervention experienced
more person-environment incongruence and personal hostility than
students in the small environment. The students in the larger
environment w h o participated in the intervention experienced less
person-environment incongruence, but not significantly less personal
hostility, than the students w h o did not receive the intervention.
Although there w a s no pre-test this suggests that the intervention may
have reduced the sense of person-environment incongruence. The
experience of personal hostility m a y have been more dependent on the
size of the environment. It m a y be more difficult for students to become
hostile to a larger environment when they experience personenvironment incongruence. Larger institutions may seem more reified
and inflexible and students m a y find it easier to blame themselves for not
fitting with the environment. This explanation is supported by the
thematic analysis of the experience of the environment. This analysis
suggested that the most salient experiences in the larger environment,
which could create a greater sense of incongruence were anonymity and
loneliness and difficulties or lack of contact and caring from the staff.
The method used in this study has limitations. The sample of students
who participated in the intervention in the large university w a s not
randomly selected. The results obtained from this sample may be biased
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because of this selection procedure. For example, these students m a y
have chosen to participate in the intervention because they were more
apprehensive than the students w h o did not participate. They m a y have
felt the need for extra assistance at the beginning of their first session at
university. Alternatively, these students m a y have been more highly
motivated or achievement oriented and sought extra assistance in order
to ensure they were successful in their first session. These possibilities
could have been accounted for if students had been assessed prior to
enrolment. A n assessment prior to the intervention would have also
enabled a better test to be m a d e of the effects of the intervention.
A further limitation w a s that the sample of students from the small
environment w a s not provided with an intervention. This did not allow
the interaction of size and environment and intervention to be tested.
These deficiencies will be remedied in the next study which will examine
the interaction of size of environment transition and inflexibility on
person-environment incongruence and stress.
The study has been successful in demonstrating the validity of the
experience based measure of person-environment incongruence
developed for this project. The validity of the Person-Environment
Incongruence Scale w a s indicated by its ability to detect differences
between environments and differences due to intervention. The content
validity of the scale w a s indicated by the regression analysis of the
superordinate and subordinate scores of the scale with the measure of
core anxiety. This analysis validates the use of a hierarchical schema for
conceptualising person-environment incongruence. T h e scale's
sensitivity to differences in the environment and intervention indicates its
potential usefulness for community psychology research. T h e inter-rater
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agreement coefficients indicated that the reliability of the scale had been
maintained.
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Chapter Five
A Study of Person-Environment
Incongruence and Inflexibility
AIMS
The major aim of this study w a s to examine the relationship between
person-environment incongruence, inflexibility and stress during
transition to university. The design of the study will enable a more
complete testing of the social constructivist model (discussed in Chapter
Three) than w a s undertaken in the first study.
A secondary aim w a s to examine the validity of a content analysis
scale developed for this project to detect inflexible construction
processes.
A further aim w a s to develop an intervention based on social
constructivist concepts which would assist students during their transition
to university. The aim of the intervention w a s to assist students to be
more flexible so that they could accommodate n e w experience while
maintaining sufficient inflexibility for effective action.

HYPOTHESES
1. The experience of person-environment incongruence will differ
according to the size of the environment and the vocational
aspirations of students.
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2. Effective coping with person-environment incongruence during
transition will be accompanied by decreases in anxiety due to
interpretive incongruency, personal and social hostility and core
anxiety; decreased inflexibility, increased utilisation of social
structures, and a greater sense of empowerment.
3. Resolution of person-environment incongruence will depend upon
an effective utilisation of a dialectical cycle of flexible and inflexible
construing. Alternative hypotheses are:
a. Reduced inflexibility is required to adequately construe n e w
experiences and will result in reduced person-environment
incongruence.
b. Reduced inflexibility will be accompanied by increases in
utilisation of social resources, empowerment and fulfilment of
situational interests.
c. Increased inflexibility is required to enable effective action and
empowerment and promote effective coping with personenvironment incongruence.
d. Reduced inflexibility will result in increased anxiety due to
interpretive incongruency as people m a y be overwhelmed by the
implications for change in their construct systems.
e. The stage of transition will mediate the effect of inflexibility on
person-environment incongruence. In the initial stages of
transition reduced inflexibility will enable effective construal of
new experience. In the later stages of transition increased
inflexibility will enable effective action to be taken.
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f. Reductions in inflexibility will be mediated by life stage and sex
as the literature indicates that general coping processes differ
according to these variables.

METHOD
In order to examine the effects of size of environment, stage of life and
education, vocation and sex on person-environment incongruence the
sampling method incorporated these factors. In order to examine the
effects of transition students were interviewed before they commenced
university and halfway through their first session. A sub-sample of
students w a s provided with an intervention in order to examine the effect
of inflexibility on coping with person-environment incongruence. The
interviews were analysed using content analysis scaling method.

Sample
Size of Environment Factor
Research on person-environment fit and the first study conducted in this
project indicated that size of environment is related to the experience of
person-environment incongruence. The initial part of this study w a s
conducted when the university had an enrolment of 2,622 undergraduate
students. At this time a random sample of 40 students w a s interviewed.
T w o years after this initial study w a s conducted the university changed
to a state wide application system. The number of n e w undergraduate
enrolments increased from 950 to 1,921. The total number of
undergraduate students in the university increased from 2,622 to 5,201.
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The student staff ratio decreased from 1 to 12.6 to 1 to 15. The university
had not planned for this increased enrolment. Consequently there was a
university wide shortage of resources. This resulted in overcrowding in
classrooms, the library (the main venue for private study) and catering
facilities and scarcity of resources such as consultations with staff, library
books, computer terminals and bookshop texts. Previous research
indicated that these conditions were likely to produce increased personenvironment incongruence. The environment study had also indicated
that students experienced more person-environment incongruence in a
larger university setting. This presented an ideal opportunity to test for
possible interaction effects of person-environment incongruence and
inflexibility on stress. Another random sample of 72 students was
interviewed. O n both occasions the students were enrolled full-time in
their course.
The sampling of 40 students from the small environment and 72 from
the larger environment will enable the effects of size of environment on
person-environment incongruence to be evaluated.
Stage of Life and Education Factor
Previous research reviewed in chapter three (Finkel, 1975, Viney, 1987)
indicated that the transition experience and coping processes were likely
to differ with age. In order to account for this factor the samples chosen in
the small and large environment were m a d e up of students w h o had
recently completed school and mature age students w h o had not
completed the usual matriculation requirement of the Higher School
Certificate. The mature age students were accepted into the university

Person-Environment Incongruence and Inflexibility

131

through a special admissions programme which required them to be over
the age of 21 years and to have completed a general aptitude test.
In the small environment 29 students were recent school leavers and
11 were mature age students. In the larger environment 49 students
were recent school leavers and 19 were mature age students. This factor
represents students' stage of life as well as their educational preparation
for university.
Vocational Factor
The research cited in chapter three on person-environment fit indicated
that different types of faculties and vocational preferences had an effect
on students experience of person-environment incongruence (Astin and
Holland, 1961; Nichols, 1964; Rock, Baird and Linn, 1972). In order to
account for this factor the samples selected were also comprised of
students studying a liberal arts degree and students studying a
specifically vocational degree.
In the small environment 19 students were enrolled in a specifically
vocational degree and 21 in a liberal arts degree. In the larger
environment 34 students were enrolled in a specifically vocational
degree and 38 in a liberal arts degree,
This factor w a s also introduced to the sampling in order to ascertain
whether the intervention had different effects for students studying a
vocational course where the emphasis w a s placed on learning
applications of knowledge in contrast with liberal arts where the
emphasis w a s on critical analysis of knowledge. It w a s expected that the
arts students m a y have become more flexible because of the questioning
nature of their studies.
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Sex Factor
According to the research cited in chapter three, transition experiences
and coping strategies differ for males and females (Defares, Brandjes,
Nass and Van der Ploeg, 1984). The samples selected were also
comprised of male and female students.
In the small environment 22 students were male and 18 students were
female. In the larger environment 37 students were male and 35
students were female.

Measures
Content Analysis Scales Used for the Interview Analysis
The interview transcripts were analysed using the Person-Environment
Incongruence scale developed in the first study. A content analysis scale
for Inflexibility was developed to assess inflexible construction
processes. The process of developing the scale is outlined in Appendix
Three. The categories of the scale were developed to represent
construction processes involving tight, impermeable and pre-emptive
construing, suspension, submergence, constriction, dilation and the use
of preverbal constructs and constructs with a broad range of
convenience. These forms of construing were described in chapter two.
Adequate reliability was established for this scale using a panel of raters.
The validity of the scale was assessed by its ability to detect differences
due to intervention and size of environment in the current study.
The Sociality Scale of Viney and Westbrook (1979) was used to
measure the extent to which students utilised social resources through
participation in suitable social interaction. The reliability and validity of
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this scale has been established by Viney and Westbrook (1979) and
Viney and Westbrook (1981b). The Positive Affect Scale (Westbrook,
1976) w a s used to measure whether students fulfilled their situational
interests in the new environment. Adequate reliability and validity for this
scale has been demonstrated by Viney and Bazeley (1977) and
Westbrook (1976). The Cognitive Anxiety Scale of Viney and Westbrook
(1976) w a s used to measure anxiety due to interpretive incongruency.
Reliability and validity for this scale w a s established by Viney and
Westbrook (1976) and Viney (1980). The Origin Scale of Westbrook and
Viney (1980) w a s used to measure students' sense of empowerment and
their Pawn Scale w a s used to measure sense of disempowerment.
Reliability and validity for these scales has been established by
Westbrook and Viney (1980) and Westbrook and Viney (1982).
The Gottschalk and Gleser (1969) Total Anxiety Scale w a s used to
measure core anxiety. The Gottschalk and Gleser (1969) Hostility Scales
were used for assessing personal and social hostility. The usual scoring
procedures (Viney, 1983) outlined in Appendices T w o and Three were
applied to the interview transcripts.
A summary of the content analysis scaling measures and the concepts
they represent is listed in Table 5.1.
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Table 5.1 Constructivist concepts and content analysis scale measures
Concept

Content analysis scale

Person-environment incongruence

Person-Environment Incongruence Scale

Core anxiety

Total Anxiety Scale

Social hostility

Hostility Out Scale

Personal hostility

Hostility In Scale

Personal hostility

Ambivalent Hostility Scale

Interpretive incongruency

Cognitive Anxiety Scale

Inflexible construction processes

Inflexibility Scale

Utilisation of social resources

Sociality Scale

Sense of empowerment

Origin Scale

Sense of dis-empowerment

P a w n Scale

Fulfilment of situational interests

Positive Affect Scale

Procedure
The Intervention
The intervention w a s provided through the University Counselling
Service and took place in small groups conducted by senior students.
The aspect of the intervention oriented towards students constructs of
themselves and the environment consisted of experiential exercises
which initially provided an assessment of students' resources for dealing
with the university environment. The students were then encouraged to
be creative and flexible about developing specific action plans for
personal organisation and study methods. This w a s achieved through
sharing experiences and resources with other group members and
participating in processes of 'brainstorming', 'free-writing' and 'mindmapping'. The exercises then encouraged students to settle on specific
action plans while maintaining sufficient flexibility to adjust to the
demands of the environment as they arose. The exercises are listed in
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Appendix One. The exercises were developed from research conducted
on student learning in higher education (Biggs, 1979; Laurillard, 1979;
Ramsden, 1979; Hounsell, 1979; Brew and McCormick, 1979;
Entwistle, Hanley and Hounsell, 1979) and the 'Learning to Study'
programme developed by Graham Gibbs (1977) at the Open University
in England and the work of Marshall and Rowland (1981) and Gray
(1979). The exercises are congruent with Kelly's (1955) principles of of
elaborating and building upon existing constructs through a process of
loosening and tightening. Kelly's creativity cycle of circumspection-preemption-control epitomises the structure of the exercises in the
programme. O n e of the aims of this study w a s to determine the extent to
which the exercises succeeded in helping students develop flexibility for
accommodating n e w experience or sufficient inflexibility for effective
action.
The groups consisted of sixteen students of similar area of study and
were led by senior students. The group leaders had been given two
days training in group management and helping skills. The students
were paid for the time they spent running the groups. The training was
based on Gerard Egan's program for T h e Skilled Helper' (Egan, 1975a;
Egan, 1975b). The training vignettes from Egan's programme were
adapted for Australian culture in video and written format.
In keeping with the ecological tradition of community psychology the
intervention aimed to m a k e the resources of the university system
available to students. The groups were designed to produce a resource
network for students to rely upon. In this respect they created a
community for the students. The use of paraprofessional helpers
represents an attempt to m a k e the experience of senior students
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available to n e w students. The senior students were selected on the
basis of satisfactory progress at university as well as the ability to lead a
group. Their experience of mastering the system represents a valuable
resource to new students. The effectiveness of utilising paraprofessional
resources in a community and ways of selecting and training them has
received considerable attention in community psychology (Avery, 1978;
Bohart, Hewitt, Heilmann and Threlkeld, 1976; Danish and Brock, 1974;
Allen, 1974; D'Augelli and Levy 1978; D'Augelli, Danish and
Brock,1976).
Resources were also m a d e available by acquainting students with the
rules of the university system of learning. Information about the university
system of education and the rules and roles of students and staff w a s
provided by the group leaders. The students statements about the
environment in the first study indicated that they were not clearly
informed about the expectations for the standard and style of work
required. In fact they regarded the process of mastering the system as
one of trial and error. A s such the system of learning could be regarded
as having a 'hidden curriculum'. T h e exercises and the group leader's
information w a s intended to acquaint new students with the rules of the
system by making them explicit. In this respect the intervention operated
at the institutional level by demisfifying traditional practices. The
intervention aimed to 'open up' the resources of the university system to
the general community, rather than just leave it to those individuals w h o
perhaps because of family or cultural background would readily survive
in a culture of individualism.
The intervention in the previous study w a s not designed to help
students be more creative but to give them recipes for success in their
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university course. It w a s not intended to increase students' levels of
flexibility. The finding that the intervention reduced the levels of personenvironment incongruence In the large environment w a s congruent with
the aims of the intervention. This study will enable an assessment of
whether this effect is maintained in a smaller environment. It was
intended that if the larger environment examined in this study created
more person-environment incongruence then it would be possible to
assess the interaction of incongruence with the intervention.
The students w h o participated in the intervention had responded to
advertisements for the programme. A s the physical and financial
resources for the intervention were limited 17 of the 40 students in the
small environment and 30 of the 72 students in the larger environment
were put on a waiting list and offered a workshop after their second
interview.
Stage of Transition and Time of Interview
Students were interviewed before they received the intervention or
commenced their course. Students were also interviewed during the
sixth w e e k of session when they were at the peak of their transition crisis
(Viney, 1977). Interviewing students at these two points in time provided
baseline measures which enabled an assessment of changes occurring
during the transition process.
Design
The overall design for this study is comprised of six factors. The factors
and their levels are displayed in Table 5.2
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Table 5.2 Design factors and levels
Factors

Levels

Size of Environment

Small environment

Large environment

Stage of Life/Education

School leaver

Mature age

Vocational

Liberal arts

Vocational

Sex

Female

Male

Transition stage/Time of Interview

Before session

During session

Intervention

Intervention

No intervention

Interview Format
The initial interview w a s designed to obtain verbal samples of students'
experience of personal and interpersonal resources. The resources of
interest were related to the structure of the Person-Environment
Incongruence Scale. T h e interview consisted of questions relating to the
six resource areas of the scale - ie. students were asked to state their
purpose in coming to university, their evaluation of their abilities for doing
the work required, their family's attitude towards their coming to university
or the attitude of people important to them, the importance of several
situations they expected to encounter, and the individual and social
resources they would utilise in realising their interests in these situations.
The second interview used the s a m e format as the first interview. Full
details of the interview schedule are provided in Appendix Five.
An interview format enabled the gathering of data which would have
m a x i m u m relevance to students with minimal reliance on the interpretive
schemes of the researcher. The interviews were conducted by the writer.
The interviews took an average of twenty minutes to complete on each
occasion.
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Each interview w a s transcribed, claused and scores computed
according to the method suggested by Gottschalk and Gleser (1969) and
Viney (1983). A full description of this procedure is provided in Appendix
Three.

RESULTS
First and second interviews were obtained from all of the students in the
sample of 40 students from the small environment. In the larger
environment four students discontinued their course in the first six weeks
of the session and were not available for interview. The final sample for
the larger environment consisted of sixty eight students.
The reliability of the scoring w a s checked by calculating Product
Moment Correlation coefficients between the author's scores and the
scores of two other raters for thirty of the transcripts. Inter-rater
agreement coefficients are listed in Table 5.3.
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Table 5.3 Agreement coefficients between raters
Scale

Rater#1&2 Rater#1&3

Rater#2&3

P-E Incongruence

.89

.91

.87

Cognitive Anxiety

.83

.85

.82

Total Anxiety

.84

.81

.82

Hostility

.83

.80

.81

Inflexibility

.90

.92

.91

Sociality

.86

.83

.85

Pawn/Origin

.88

.89

.86

Positive Affect

.86

.82

.83

f-tests conducted between the scores for each rater indicated that
there were no significant differences.
The scores obtained from both interviews were analysed through a
repeated measures six way multivariate factorial analysis ( M A N O V A ) :
Size of Environment x Stage of Life/Education x Vocation x Sex x
Transition stage x Intervention. The M A N O V A w a s conducted using the
facilities of S P S S X (1983). Assumptions of normality were tested using
residual plots from the full factorial model. The plots indicated that a
logten transformation w a s in order. This transformation improved the
distribution of the residuals. The presence of outliers w a s tested using
box plots. A s the number of outliers w a s minimal in only s o m e variables;
cases with outlying scores were not removed. The Bartlett test of
sphericity indicated that the use of a multivariate model of repeated
measures w a s appropriate. A principal components analysis indicated
that each variable correlated with only one component suggesting that
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the variance-covariance matrix was not singular. This w a s confirmed by
the Box M test.
As the cell sizes were not equal and the model non-orthogonal, a
manual stepwise testing of the utility of the factors was conducted. The
hierarchical adjustment for non-orthogonality w a s used. The vocational
and sex of interviewee factors did not produce significant effects and
were discarded from the model. A two w a y interaction between
Environment and Stage of Education/Life, multivariate F[11/90]=1.94,
p<.04; and a three w a y interaction between Size of Environment, Stage
of Transition and Intervention, multivariate F[11,90]=2.13, p<.03) were
necessary for the reduced model. A summary of the multivariate Fvalues for the reduced model is presented in Table 5.4.

Person-Environment Incongruence and Inflexibility

Table 5.4. S u m m a r y of multivariate F-values for the reduced model
EFFECT APPROX.F (11/90) p<
Size of Environment x Intervention x Stage of Life/Education .73
Intervention x Stage of Life/Education 1.39
Size of Environment x Stage of Life/Education 1.94 .04
Size of Environment x Intervention 1.06
Stage of Life/Education 2.99 .00
Intervention 1.66 .09
Size of Environment 6.05 .00
Size of Environment x Intervention x Stage of Life x Stage of Transition .64
Intervention x Stage of Life/Education x Stage of Transition .51
Size of Environment x Stage of Life/Education x Stage of Transition .93
Size of Environment x Intervention x Stage of Transition 2.13 .03
Stage of Life/Education x Stage of Transition .91
Intervention x Stage of Transition .70
Size of Environment x Stage of Transition 1.49
Stage of Transition 6.56 .00
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Effects D u e to Interaction of Size of Environment and Stage of
Life and Education
To investigate the effects of this interaction on individual dependent
variables a stepdown analysis (Tabachnik and Fidell, 1983) was
performed. With this method each dependent variable is analysed in
turn with higher-priority dependent variables treated as covariates in a
univariate analysis of variance. Results of this analysis are summarised
in Table 5.5.
Table 5.5 Univariate and step-down F-values for the effects due to the
interaction size of environment and stage of life and education

Scale scores Univariate F(1,100) p< Step-Down F D.F. Q<_
Person and Environment
4.33

1/100

0.93

0.70

1/99

Sociality

0.35

0.80

1/98

Origin

1.14

1.11

1/97

Pawn

0.21

0.30

1/96

Cognitive Anxiety

3.56

0.06

4.34

1/95

Total Anxiety

2.25

0.13

6.44

1/94

Hostility Out

0.01

0.27

1/93

Hostility In

0.72

0.09

1/92

Ambivalent Hostility

2.52

0.94

1/91

Positive Affect

2.14

2.86

1/90

Incongruence

4.15

Inflexibility

0.05

0.14

,04

.04
.01

.09

According to the step-down analysis a unique contribution to
predicting differences w a s m a d e by Person-Environment Incongruence,
F(1/100)=4.15, p<.05; Total Anxiety, F(1/95)=6.05, p<.01 and Cognitive
Anxiety, F(1,95)=4.33, p<.04. The results from the loading matrix, listed
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in Table 5.6, were congruent with the step down analysis. Positive Affect
also received a high loading and as the step-down F value w a s
significant at an alpha level of .10, F(1,90)=2.85, p<.09, it w a s included in
the subsequent analysis.
Table 5.6. Correlations between content
analysis scale scores and canonical variate
Scale

Correlations between scale

scores

scores and canonical variate

Person and Environment
Incongruence
Inflexibility

0.36
-0.19

Sociality

0.12

Origin

-0.21

Pawn

0.09

Cognitive Anxiety

0.38

Total Anxiety

-0.30

Hostility Out

-0.01

Hostility in

0.17

Ambivalent Hostility

0.22

Positive Affect

-0.31

Multiple comparisons were then conducted for these variables. Post
hoc comparisons were chosen rather than a contrast method in order to
look precisely at the differences in means. A Bonferroni f-test value w a s
used to calculate a critical m e a n difference which used the m e a n square
error for the interaction factor in order to cater for the repeated measures
factor. Comparisons which were significant at an alpha level of .05 are
listed in the following sections.
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Person-Environment Incongruence
The means for Person-Environment Incongruence are listed in Table 5.7
and plotted in Figure 5.1.
Table 5.7. Means and standard deviations for PersonEnvironment Incongruence Scale scores
Small environment Large environment
n=40

n=68

Mean

.35

.28

S.D.

.14

.15

Mean

.29

.34

S.D.

.16

.10

School leavers

Mature age

0.5 y
0.45-0.4-PersonEnvironment
Incongruence
Scale scores

0.35
0.3
0.25

•- School Leavers
O- Mature Age

0.2
0.15
0.1
0.05
0
Small Environment Larger Environment

Figure 5.1 Means of Person-Environment
Incongruence Scale scores

Significant differences between means were as follows:
Person-Environment Incongruence was greater in the small environment
than in the larger environment for school leavers and was greater in the
larger environment than the small environment for mature age students.
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School leavers experienced more incongruence than mature age
students in the small environment and mature age students experienced
more incongruence than school leavers in the larger environment.
Cognitive Anxiety
The means for the Cognitive Anxiety Scale scores are listed in Table 5.8
and plotted in Figure 5.2.
Table 5.8. M e a n s and standard deviations for Cognitive
Anxiety Scale scores
Small environment Large environment
n=40

n=68

Mean

.80

.63

S.D.

.18

.27

Mean

.68

.56

S.D.

.17

.25

School leavers

Mature age

0.8-I

•-^

0.7-

o-

0.6 •

„

..

0.5 •

•- School Leavers

Cognitive
Anxiety Scale 0.4 •
scores
0.3 J
0.2-

O- Mature Age

0.1 •
0-

— J _

Small Environment Larger Environment
Figure 5.2 Means of Cognitive Anxiety Scale scores

Significant differences between means were as follows:
Cognitive anxiety w a s greater for both groups in the small environment
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than in the larger environment.
School leavers experienced more Cognitive Anxiety than the mature age
students in both environments.
Total Anxiety
The means for the Total Anxiety Scale scores are listed in Table 5.9 and
plotted in Figure 5.3.
Table 5.9 Means and standard deviations for Total Anxiety
Scale scores
Small environment Large environment
n=40

n=68

Mean

.44

.40

S.D.

.18

.22

Mean

.44

.35

S.D.

.14

.15

School leavers

Mature age

0.5 T
0.45
0.4
0.35
0.3
Total Anxiety
Scale scores

•- School Leavers

Q 25

O- Mature Age

0.2
0.15
0.1
0.05
0
Small Environment Larger Environment

Figure 5.3 Means of Total Anxiety Scale scores
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Significant differences between m e a n s were as follows:
Total Anxiety w a s greater in the small environment than in the larger
environment for mature age students.
Positive Affect
The m e a n s for the Positive Affect Scale scores are listed in Table 5.10
and plotted in Figure 5.4.
Table 5.10 M e a n s and standard deviations for Positive Affect
Scale scores
Small environment Large environment

i1=68

n=40

School leavers
Mean

.18

.22

S.D.

.12

.18

.25

.19

.19

.16

Mature age
Mean
S.D.
0.5

T

0.45 •
0.40.35 •
0.3 •
Positive Affect
Scale scores

•- School Leavers

n oc

"-o

0.2 •
0.15 •

O- Mature Age

0.1 •
0.05 •
0 •

,

— i

Small Environment Larger Environment
Figure 5.4 M e a n s of Positive Affect Scale scores

Significant differences between means were as follows:
School leavers experienced more Positive Affect in the larger
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environment than the small environment.
Mature age students experienced less Positive Affect in the larger
environment than the small environment.
The mature age students experienced more Positive Affect than school
leavers in the small environment; however, the school leavers did not
experience significantly more than the mature age students in the larger
environment.

Sociality
Although the Sociality Scale scores did not contribute to differences for
the year by entry interaction there was a very significant main effect for
the univariate analysis of the Sociality score, F[1,100]=20.31, p<.00. This
was not focussed upon in the multivariate analysis because of the
significant year by entry interaction to which the Sociality score did not
contribute. Tabachnik and Fidell (1984) suggest that such univariate
findings should be reported and considered. The marginal means listed
in Table 5.11 and plotted in Figure 5.5 indicate that there w a s
significantly less social support in the larger environment.
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Table 5.11 Means and standard deviations for Sociality Scale
scores
Small environment Large environment
n=40

n=68

Mean

.47

.39

S.D.

.26

.21

0.5 -j
•-

0.450.40.35 •

""""•*"#
•

0.3Sociality Scale . - c
scores
0.2 J
0.15 0.1 •

0.05 •

0•

Small Environment

Large Environment

Figure 5.5 Means of Sociality Scale scores

Effects D u e to Size of Environment, Stage of Transition and
Intervention
A step down analysis was conducted on the variables in the same order.
The results of this analysis are listed in Table 5.12.
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Table 5.12 Univariate and step down F-tests for effects due to size of
environment, stage of transition and intervention
Scale score

Univariate F( 1,100) p<

Step-Down F

D.F.

g<_

Person-Environment
Incongruence

0.00

Inflexibility

3.84

Sociality

0.01

1/100

3.91
3.91

1/99
1/99

0.03

0.03

1/98

Origin

0.74

0.01

1/97

Pawn

3.11

1.66

1/96

Cognitive Anxiety

0.56

0.34

1/95

Total Anxiety

0.01

0.58

1/94

Hostility Out

3.34

4.42
4.42

1/93
1/93

Hostility In

0.09

0.02

1/92

Ambivalent Hostility

1.56

1.12

1/91

Positive Affect

0.988

0.00

1/90

0.05

0.07

.05

.04

A unique contribution to predicting differences w a s m a d e by the
Inflexibility Scale scores and the Hostility Out Scale scores. Multiple
comparisons were conducted for these variables. The results from the
loading matrix, listed in Table 5.13, were congruent with the step down
analysis, except for the high loading given to the Cognitive Anxiety Scale
scores.
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Table 5.13 Correlations between content
analysis scale scores and canonical variate
Scale scores

Correlations between scale
scores and canonical variate

Person-Environment
Incongruence

0.18

Inflexibility

0.35

Sociality

0.12

Origin

0.21

Pawn

-0.23

Cognitive Anxiety

0.38

Total Anxiety

0.30

Hostility Out

0.36

Hostility In

0.17

Ambivalent Hostility

0.22
-0.09

Positive Affect

Inflexibility
T h e m e a n s for the Inflexibility Scale scores are listed in Table 5.14 and
plotted in Figure 5.6 a n d Figure 5.7.
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Table 5.14 M e a n s and standard deviations for Inflexibility
Scale scores
Small environment Large environment
n=40

n=68

Mean

.91

.86

S.D.

.18

.16

.88
.16

.72

Mean

.90

S.D.

.31

.80
.15

.80
.26

.73
.17

Intervention
Pre-session

Mid-session
Mean
S.D.

.18

No-Intervention
Pre-session

Mid-session
Mean
S.D.

1 T
0.9 •
0.80.70.6 •
Inflexibility Scale
0.5 •
scores
0.40.3 0.20.1 ••
0 ••

•- Intervention
O- N o Intervention

-4-

Pre-session
Mid-session
Small Environment

Figure 5.6 M e a n s of Inflexibility Scale scores in the
small environment
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•• Intervention
O- No Intervention

Pre-session
Mid-session
Large Environment

Figure 5.7 Means of Inflexibility Scale scores in the
large environment

Significant differences between means were as follows:
Pre-session scores
In both environments the intervention and non-intervention students had
the same level of Inflexibility at the pre-session interview.
In the small environment
Intervention students did not reduce their Inflexibility to a significant
degree.
Non-intervention students did reduce their Inflexibility from pre-session
to mid-session.
The intervention students retained a significantly higher level of
Inflexibility than the non-intervention students.
In the larger environment
Both groups significantly reduced their Inflexibility. There was no
difference between groups.
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Differences between environments
In the larger environment both groups had significantly lower Inflexibility
at mid-session than they had in the small environment.
Hostility Out
The m e a n s for the Hostility Out Scale scores are listed in Table 5.15 and
plotted in Figure 5,8 and Figure 5.9.
Table 5.15 M e a n s and standard deviations for Hostility Out
Scale scores
Small environment Large environment
n=40

n=68

Mean

.17

.11

S.D.

.18

.10

Mean

.16

S.D.

.10

.15
.12

Intervention
Pre-session

Mid-session

No-Intervention
Pre-session
Mean

.18

S.D.

.11

.13
.11

Mid-session
Mean

.24

S.D.

.18

.11
.10

Person-Environment
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1 1
0.9 •
0.8 •
0.70.6 •
Hostility Out
Scale scores
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•- Intervention

Q 5

0.4 •
0.30.20.1 n-

O- No Intervention
*

o
•

.
Pre-session
Mid-session
Small Environment

Figure 5.8 M e a n s of Hostility Out Scale scores in small environment

1 -r
0.9 •
0.8 •
0.7 •
0.6 -

•- Intervention

0.4-

O- No Intervention

Hostility Out
0.5 •
Scale scores
0.3 •
0.2 0.1 •

©•

0 ••

Pre-session
Mid-session
Large Environment

Figure 5.9 Means of Hostility Out Scale scores in large environment

Significant differences between means were as follows:
Pre-session scores
In both environments the intervention and non-intervention students
expressed the s a m e level of Hostility Out at the pre-session interview.
In the small environment:
Intervention students expressed the same level of Hostility Out at midsession as they did at pre-session.
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Non-intervention students expressed more Hostility Out at mid-session
than pre-session.
Due to the increase over time for non-intervention students in the small
environment their level of Hostility Out w a s significantly higher at midsession than intervention students.
In the larger environment:
There were no differences over time or between intervention and nonintervention students
Differences between environments:
The level of Hostility Out w a s the s a m e at pre-session for both
environments.
At mid-session the intervention students expressed the s a m e level of
Hostility Out in the larger environment as they had in the smaller
environment.
In the larger environment at mid-session non-intervention students
expressed a significantly lower level of Hostility Out than they did in the
small environment.

Transcripts
In keeping with the experienced based method used in this project a
sample of transcripts is presented so that the reader can gain a first hand
experience of the data gathered for this study.
The first interview presented w a s conducted during the session with a
male school leaver in the small environment. This student is pursuing his
own direction in life, applying himself to his studies, making use of the
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resources available at the university and living in a supportive family
context.
"Well I really didn't know what job I wanted to get into... economics
w a s the only subject at school and I just wanted to go further in
economics and see what it w a s like.
Actually m y parents wanted m e to get a job. It w a s what I wanted...
I think m y parents will back me... it w a s m y choice I decided it was
what I wanted... they would rather m e have got a job... I had
opportunities to get a job as doing a bachelor of commerce majoring in
accountancy at the steelworks.
I think you never say anything's going to be easy but I'm putting a lot
of work in and if I continue that work with the s a m e attitude I should get
through. Hopefully next year I'll be able to drop s o m e of the subjects I
don't like....
I want to put a lot of time into each area to get better returns. I found
that it was just like school, there seemed to be a lot of areas that
seemed to be giving you work that I didn't see as totally beneficial. I
find it w a s taking time away from areas where I thought I could have
been doing more work.
I started off spending long hours at night trying to get everything
done I wanted to and I w a s getting too tired and not putting in the
quality that you should be so you end up having to discard
assignments and lectures. I try to pick out which work I want to do and
put more time into that.
I find everyone's in the s a m e boat, everyone's got the s a m e volume
of work and you try to help people out because you know they'll
probably be helping you later on. O n e week you might have
everything done and someone else might have had a hard time with
family or something and they skipped something here and there so
you help them out....
The situation where you could go and watch television or friends
come over and you talk to them or go out with them, you've got to work
out what's important, getting the work done or going out enjoying
yourself. I have to keep myself on the fence and sit back and say
well...
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It all depends on which subject I'm doing. If it's accountancy I really
hate it. I sit up there all day and not get much done. I'm sitting there
and I keep cursing all the time... I go up there and I think 'the time I'm
missing enjoying myself I'm getting a lot of work done and I should get
s o m e sort of satisfaction out of it'... as long as I'm being productive. I
hate wasting time.
W h e n I need time to study, m u m and dad bend over backwards to
make sure they keep everybody out of the room so that I can study
easier and take away the chores I have to do... they just make things
easier....
Well, with a new subject like law and no previous experience and
we're handed out assignments, you just don't know what it's like... not
knowing what to expect... that's where it helps to talk to other students
who've done it before.
If you know someone in that course who'd done it before I usually
do it that way. If not, I usually go and see a lecturer or tutor from the
course. I usually have to go and ask someone what's required before I
start doing something because I'm the sort of person w h o likes to know
where I'm going before I start something. You just don't know what's
expected.
I've found in one subject, economics, you see the tutor and they
help you out in whatever way is possible but in s o m e of the other
subjects they try to make you do things for yourself which m a y have its
advantages, you m a y go and do s o m e more reading and digging and
find out for yourself... but with the volume of work you haven't got the
time to do that, you need to be on the right track straight away."

The following are excerpts of an interview conducted during the
university session, in the small environment, with a mature age female
student. Her transition is characterised by changes in her family, who
have been supportive, and developing confidence about her ability to
cope with the work.
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"It's worked out well actually. The kids have been good and m y
husband's been really good. The house is a lot more organised
probably because you know you have to. They're really good. It's
worked out better than I thought actually....
Well I think I'll get through. You get a mark back and say it's 70 out
of 100 and you think T m doing well', then you get another back and
it's about 50 and you go up and down, when you get a low one back
you think 'what a m I doing wrong?', you get a bit dejected and then
you get the next mark back and it's alright....
Well when you're at school you're told you have to have this or that
in by next week or tomorrow and you've got to read chapters, whereas
here you get an essay subject and you get six weeks to do it and
you;ve got to find the books yourself so you've got to push yourself, no
one's... you can go the staff and they tell you what books they
recommend, but you might have four weeks to do an essay and you
put it off and put it off and it's up to you to get in there and get it done.
M y husband's pretty good he pushes m e too, he's really good. If I
have an essay to write he'll cook tea, he pushes a bit too, he'll put the
kids to bed....
Well when you first start off there doesn't seem to be much work and
then in two weeks I had two essays to do. You get the lectures and
they're not really enough, you've got to read a certain amount and
there's a hell of a lot of reading. For an essay you should read at least
six books on the subject so there's a hell of a lot of reading and with
m y essay writing I take notes from each book and then do a rough
draft.
It goes in stages, like you're pressured for a week or two to get
these essays done and then I relax a bit for a week and then the
pressure comes back again. It's always in the back of your mind,
you've just got to do it and that's all there is about it if you want to get
through.
The staff's pretty good. If you've got essays to write... It's the same
with all of them. There's no reason why you shouldn't understand
what you're supposed to do because they're always there to help you.
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The following are excerpts of an interview conducted during the
university session, in the larger environment, with a female school leaver.
Her transition is characterised by changes in her family support system,
and testing out her ability and study approach.
Prior to university
"I want to get a degree and then a Diploma in Education, and I want to
teach, and then eventually I want to teach deaf children. I'd rather do a
degree at the university than at the Institute; because that's a lot of
fiddling around; going teaching and then coming back. I'd rather get
the degree and the diploma here; and then go out and get the
experience...
I don't think m y family really care. I'm not talking to m y mother at the
moment; and m y father couldn't give a d a m n about it. I wouldn't care
what they thought anyway. It's what I want. They've had their chance.
W h e n I c a m e to enrol there were a lot of parents pushing their
children; you have to do this, you have to do that. That's terrible
because in ten years time they're going to be unhappy. ...
I think I'm very capable of doing it; as long as there's no maths
involved in anything that I'm doing. I tend to be better at academic
things rather than say maths or physics or chemistry and things like
that. I like English where you interpret what the course is about and
you can draw your o w n conclusions from that...
I've been told that they give you all your essays at the beginning of
the year; and you have to do that; and I tend to procrastinate when it
comes to doing things like that. W h e n I've got a lot of time to do it, I'd
rather them say 'there you go you've got a w e e k to do that'. I find I'd
be able to work better and I think once I'm motivated to do it, without
anyone saying 'you have to do it', it'll be hard because I tend to leave
everything to the last m o m e n t and madly rush through. I'll sit down
and look at it, if I know I've got to do it, and it's hard to get started. I
really enjoy doing it."
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During session
"I think I'm handling it okay. I haven't got a lot of work back, but w e got
one education tutorial paper back. A n d I got a B for that. I'm really
happy about that. I thought that w a s pretty good for the first time round.
But I'm not too confident on psychology. I don't think I've got the right
word limit and m a y b e not as m u c h information as she would have
wanted. S o I'm not really confident about getting the marks back. I'm
really dreading it. But everyone says you're only first year. Y o u have
to expect to fail in a few essays and things because you've never
done it before. And it is different from high school, all the referencing,
all the footnoting you know it's really time consuming. I would never
have thought that it would take so m u c h time.
I think I'm handling it. M y ability's alright. I wouldn't say above
average, m a y b e average. I don't know. I have to wait. I think when
this session's over I'll have a good indication ...
M y boyfriend and his family, they're really great. They give m e a lot
of encouragement. They'll ask m e h o w I'm doing. They're not
apathetic at all. And all m y friends are really great. A s I said m y family
couldn't really care less, as long as I'm out of their hair."

The following excerpts are from an interview conducted prior to and
during the university session, in the larger environment, with a mature
age male student. His transition is characterised by adjustment to study
after a career change, changes in his parental role in the family, and
tolerating the disorganisation due to overcrowding.
Prior to university
"There w a s no w a y that I can continue in the field I'm trained in, which
is a technician. S o n o w I have to retrain. I would really like to teach;
preferably at technical college. I've had a lot of experience over the
years in training apprentices. I would like to sort of teach that
particular age group.
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The other members of the family are quite envious. Sort of
comments I wish I could chuck m y job in and do the s a m e thing. The
kids are a little bit confused about it all. It's been m a d e known to them
that they're not going to get as much attention as they did before.
They're going to have to fend for themselves a lot more than they're
used to....
I honestly think I can handle it. I'm a little bit apprehensive about the
mathematics; because of the comment they m a d e about taking on
such a load when you don't have the pre-requisite. ...
You tend to hear a lot of stories about the volume of work. S o m e
say it's hard to cope with. Others say you can breeze through. But I
guess you're a little bit apprehensive as to, you know, h o w much there
actually is and whether you will be able to cope with it. ..."
During session
"The family are going well with it. W e have a few problems with the
young fellow at school. W e had to go and see the school counsellor.
His assessment w a s that he'd been sort of pushed out because of uni.
He wasn't getting the attention he used to get before.
The catch cry is overcrowding and I've found that a lot of
departments are playing politics with admin, because of the
overcrowding. There's no helpful hand any more. The maths
department, they're shocking they're the worst offenders. The type of
attitude all their lecturers have adopted is we'll have to get rid of 200 of
you before the end of first session. And they're using every
opportunity to jibe and prompt people, that if you can't follow it then get
out.
The workload, the conditions, are a lot more severe this year than
they have been in past years. The library is overcrowded to the extent
that it has just become a farce...
Ability wise I think I can handle it. But you still need help and what
is lacking this year is the help. Y o u cannot seem to get the help. In a
lot of ways direct help is very hard to get. They did advocate that when
w e did the orientation to keep pounding at their doors. If you pound
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often enough they'll get sick of you and they will help you. But with the
number of students they just don't seem to be as willing to help. ..."

SUMMARY AND DISCUSSION
W h e n school leavers experienced more person-environment
incongruence in the small environment than in the large environment
they also experienced more anxiety due to interpretive incongruency and
less fulfilment of interests. W h e n mature age students experienced more
person-environment incongruence in the large environment than in the
small environment they also experienced less fulfilment of interests,
anxiety due to interpretive incongruency and core anxiety. The demands
for independent living in the small environment m a y have created greater
incongruence for the school leavers w h o were still moving through their
transition to adulthood. This demand m a y have not been felt in the larger
environment because of the general disorganisation experienced. This
disorganisation m a y have been the cause of mature age students'
experience of incongruence in the larger environment.
In the small environment the intervention students maintained higher
levels of Inflexibility than the non-intervention students w h o reduced their
Inflexibility from pre-session to mid-session. Without the intervention in
the small environment the students expressed more social hostility at
mid-session than pre-session. Due to this increase they expressed more
social hostility at mid-session than intervention students. The
implications of the results obtained for the theoretical concepts
developed for this project will be discussed in the following chapter.
There were some unfortunate limitations to this study. The intervention
was designed to increase flexibility so that the relationship between
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person-environment incongruence, de-reification and empowerment
could be examined. The intervention created greater inflexibility in the
small environment. T h e constructivist model suggests that such
inflexibility is needed for effective action to take place. It w a s anticipated
that these changes in inflexibility due to intervention would be
maintained in the larger environment so that its interaction with personenvironment incongruence could be examined. The effect of the
intervention m a y not have been maintained because of the reduction in
the availability of social resources. Future research could endeavour to
maintain the effects of the intervention so that the interaction of interests
could be examined.
Another limitation of the method of this study w a s that students were
not randomly selected to participate in the intervention. Students chose
to register for the programme at their enrolment. Students were
randomly selected as the 'control group' and provided with an
intervention after the second interview. In this respect the sample of
students is limited to students w h o felt the need for this type of
intervention at the beginning of university. This limitation is a
consequence of evaluating a programme that is offered by an
established counselling service in a university institution.
A further limitation of the method is that interviews were not conducted
during or immediately after the intervention. Sampling at these times
may have indicated reductions in inflexibility. By the time intervention
students were interviewed in the middle of the session they m a y have
'tightened up' their constructs after a period of experimenting with more
flexible construing. These interviews were not conducted because of the
large amount of time involved in carrying them out and coding the
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interview transcripts. This points to one of the difficulties in using this
type of methodology without the resources of a research team. In order
to gain the benefits of a method which can account for the actual
experience of research participants, considerable resources are
required.
This study has succeeded in demonstrating the validity of the content
analysis scale developed for the measurement of inflexibility. T h e
validity of the scale w a s demonstrated by its sensitivity to changes
created by intervention and differences in the environment. T h e content
and construct validity of the scale requires further attention. This could
be achieved by an extended interview method which examined the
extent to which the categories of inflexibility represented a process of
limiting options. T h e interviewer could challenge the interviewee on
matters about which he or she appeared to be inflexible. Continued use
of inflexible language would indicate the validity of the categories of the
scale. T h e validity of the scale could be verified by examining changes
in inflexibility in response to more specific interventions at closer time
intervals than w a s undertaken in the current study. T h e examination of
differences in levels of inflexibility across different types of communities
could provide further information about the scale's validity. It is possible
that the dimension of inflexibility varies with intellectual ability, socioeconomic status or ethnic background. N o r m s could be developed to
describe variations in the scale's scores across such populations. The
inter-rater agreement scores indicated that the reliability of the scale,
demonstrated in the development phase of the scale, had been
maintained in this study.
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The validity and reliability of the person-environment incongruence
scale w a s also maintained in this study. The differences obtained by
environment were maintained in the second study. The interaction with
stage of life and education indicates that the scale can detect
incongruence w h e n there are differences in the person's characteristics.
This conclusion rests on the argument that the larger environment w a s
less suitable for mature age students and that the small environment
provides a greater challenge to independence for the school leavers.
The intervention did not affect students' experience of personenvironment incongruence, in contrast with the results obtained in the
first study. This difference m a y reflect the extreme differences between
the size of the large university in the first study and the size of the
university in the second study. The experience of incongruence in the
larger university in the first study m a y have been more extreme and the
intervention m a y have provided benefits of a greater contrast than
experienced by students in the second study. Future research could
compare differences in the effectiveness of interventions across
campuses with greater contrasts of size.
The experience based method of the scales ensures that the
idiosyncrasies of individuals and their social contexts are accounted for
in the measurement process. T h e scales would also be useful in
researching communities where 'paper and pencil' methods of
assessment m a y be difficult to implement. There are m a n y situations
where it m a y be more feasible to audio tape research participants'
experiences than to gain their co-operation in completing inventories for
which they m a y not have the verbal skills to interpret.
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Chapter Six
The Viability of a Social Constructivist
Base for Community Psychology
OVERVIEW
This chapter will c o m m e n c e with a brief review of the social constructivist
concepts I have developed to explain transition to n e w environments. I
will examine the results obtained in the empirical studies conducted for
this project in terms of the support they offer these concepts. I will then
assess the viability of social constructivism as a conceptual base for
community psychology. Implications of constructivism for research and
practice in community psychology will then be discussed.

THE SOCIAL CONSTRUCTIVIST MODEL OF TRANSITION
In Chapter Three I argued that resolution of person-environment
incongruence would depend upon an interplay between flexible and
inflexible construing. Sufficient flexibility is required to adequately cater
for new experiences and sufficient inflexibility is required for action to be
taken. People w h o are more flexible in their construing m a y also be
overwhelmed by the implications for change in their constructs which
new experience creates. A n alternative outcome is that people w h o are
more inflexible m a y experience more stress because they failed to
integrate n e w experience.
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I also argued that the stage of transition may determine the balance
required between flexible and inflexible construing. In the early stages of
transition greater flexibility m a y enable n e w experience to be construed.
In the later stages of a transition greater inflexibility will enable effective
action to be taken. The literature indicated that this balance m a y differ
according to life stage and sex. The literature also indicated that coping
with person-environment incongruence will be influenced by the type of
environment and the vocational aspirations of students and m a y interact
with the flexibility of construction processes. The literature also indicated
that sense of locus of control and social support mediate the impact of
stressful events.
I suggested that effective coping with person-environment
incongruence through appropriate flexibility in constructions would be
accompanied by reductions in core anxiety involving threat, fear or guilt.
I also expected that incongruence involving core resources would be
associated with core anxiety. Effective coping would also be indicated by
reductions in personal and social hostility which indicates that people are
not maintaining constructs in the face of invalidation caused by
incongruence. I also suggested that resolution of person-environment
incongruence would reduce interpretive incongruence. Positive
outcomes expected also included an increased sense of control over the
environment, the development of constructive social relationships, and
general feelings of satisfaction indicating that interests in situations had
been satisfied.
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DISCUSSION OF RESULTS CONCERNING HYPOTHESES
ABOUT PERSON-ENVIRONMENT INCONGRUENCE
In the first study students in the larger environment without an
intervention experienced more person-environment incongruence and
personal hostility than students in the small environment. The students in
the larger environment w h o participated in the intervention experienced
less person-environment incongruence, but not significantly less
personal hostility, than the students w h o did not receive the intervention.
Although there w a s no pre-test this suggests that the intervention, which
w a s designed to provide personal and social resources, m a y have
reduced the sense of person-environment incongruence. The
experience of personal hostility m a y have been more dependent on the
size of the environment. In the small environment students m a y have
been more able to utilise resources. The larger environment m a y have
created conditions where students became hostile to themselves, rather
than the environment, w h e n faced with person-environment
incongruence. It m a y be more difficult for students to become hostile to a
larger environment. Larger institutions m a y seem more reified and
inflexible and students m a y find it easier to blame themselves for not
fitting with the environment.
This explanation is supported by the thematic analysis of the
experience of the environment. This analysis suggested that the most
salient experiences in the larger environment, which could create a
greater sense of incongruence, were adjusting to an independent
approach to learning and general living, a large volume of work,
anonymity and loneliness and difficulties or lack of contact and caring
from the staff.
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In the first study the students experienced more personal hostility in
the large environment. In the second study there w a s no difference in
personal hostility between the small and the large environment. The
physical environment m a y have been the major factor in creating the
personal hostility in the first study. The increase in the student population
in the second study m a y have been insufficient to recreate the conditions
which led to greater personal hostility in the larger environment in the first
study. The differences in expression of social hostility found in the
second study m a y relate to changes in institutional functioning which will
be discussed in later sections.
In the second study differences in person-environment incongruence
were accompanied by differences in anxiety due to interpretive
incongruence, fulfilment of interests and satisfaction and core anxiety .
The effect of the environment w a s mediated by the life stage of the
students. I expected that the vocational aspirations of students would
affect the experience of person-environment incongruence however this
factor w a s not relevant in the statistical analysis.
In the second study school leavers in the small environment had a
greater sense of person-environment incongruence than mature age
students. This m a y have been due to the environment requiring an
independent approach to being a student. This was mentioned by most
students in the first study as being important in the transition process.
The contrast between what they were familiar with and the experience of
the new environment w a s more marked for them than for mature age
students w h o perhaps because of life experience were used to taking
responsibility for themselves. If this w a s the case differences m a y have
been detected in students sense of empowerment or disempowerment.
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School leavers reacted to the larger environment with less sense of
person-environment incongruence than in the smaller environment. This
may have occurred because the demands for independence in the larger
environment were more diffuse because of the general disorganisation
due to overcrowding. Remarks from students in interviews indicated that
the system took on a more authoritarian atmosphere in order to cope with
the large numbers and students were credited with less maturity.
General discussions with staff indicated that they had less time to spend
with students. Because of this they were probably not able to impart the
attitudes and expectations requiring greater independence and maturity.
School leavers m a y not have experienced the usual differences between
school and university requiring independence. This explanation is
compatible with the mature age students having an increased sense of
person-environment incongruence in the larger environment.
Mature age students experienced less core anxiety in the larger
environment whereas the school leavers did not experience this
reduction. Perhaps the larger environment w a s less threatening to them
because it w a s more impersonal and they were less socially involved.
This explanation is supported by the finding that there w a s less
supportive interaction in the larger environment. The proportion of
mature age to school leavers decreased markedly in the larger
environment because of the influx of younger students and a reduction of
5 0 % in the proportion of mature age students commencing study. Less
involvement with others and the smaller proportion of people their own
age m a y have meant that core constructs were not expressed or
challenged through relationships. Without such challenge core anxiety
in the form of threat, s h a m e or guilt did not arise.
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The measure of core anxiety did not contribute to the interaction
between the transition, environment and intervention factors. Viney
(1977) noted a decline in anxiety levels over the s a m e time period used
in this study using the s a m e content analysis scale. At pre-session
students experienced high levels of anxiety which declined over time but
then increased to a level approaching the anxiety experienced at presession. The s a m e decline m a y have occurred in the current study;
however, the students' experience between the pre-session and midsession interviews w a s not sampled.
Increases in interpretive incongruence in the larger environment could
have been expected because of the larger numbers of people and hence
greater possibility of cognitive overload. The opposite w a s actually the
case, with more interpretive incongruence being experienced in the
smaller environment and school leavers experiencing more interpretive
incongruence than the mature age students in both environments. In
keeping with the explanation about person-environment incongruence
and core anxiety, the demands for responsibility and autonomy m a y have
been more clearly received by students in the smaller environment. In
the larger environment these expectations m a y have been diffused or
hidden by the overcrowding and proposed 'breakdown' in the
transmission of university culture. The school leavers experiencing more
interpretive incongruence than mature age students in both years
indicates that they probably had less knowledge of h o w to handle
themselves in an environment which traditionally requires
independence.
The school leavers experienced more satisfaction in the larger
environment and the mature age experienced less than they had in the
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smaller environment. In addition, the mature age experienced less
satisfaction in the larger environment than the school leavers. This
reinforces the notion that the larger environment was less suitable for the
mature age because of the influx of younger students and the smaller
proportion of mature age students. This is congruent with the research,
cited in chapter three, on person-environment fit conducted from the
subculture approach (Pervin, 1967a; Astin, 1975; N e w m a n and
N e w m a n , 1978). This research suggested that students would be less
satisfied with environments they felt incongruent with.
W h e n school leavers experienced more person-environment
incongruence in the small environment than in the large environment
they also experienced more interpretive incongruence and less
satisfaction. I suggested that this reflects the way in which the small
environment gave a more acute experience of operating in a culture
which demands a change from dependence to independence and also
suggested that this experience was more diffuse in the larger
environment. W h e n mature age students experienced more personenvironment incongruence in the large environment than in the small
environment they also experienced less satisfaction, interpretive
incongruence and core anxiety. It would seem that being at odds with
the culture or environment in which you reside m a y be less anxiety
provoking as you grow older and have more life experience but still less
pleasant.
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DISCUSSION OF RESULTS CONCERNING HYPOTHESES
ABOUT INFLEXIBLE CONSTRUING
I argued that resolution of person-environment incongruence will depend
upon an effective interplay of flexible and inflexible construing. Sufficient
flexibility is required to adequately cater for n e w experiences. Sufficient
inflexibility is required to enable effective action to be taken. The stage of
transition will determine the balance required between flexible and
inflexible construing.
In the small environment the intervention students maintained higher
levels of inflexibility than the non-intervention students w h o reduced their
inflexibility from pre-session to mid-session. The intervention w a s
designed to create a process of flexible construing followed by inflexible
construing which would enable action to be taken. It would s e e m that the
intervention helped students complete this cycle in that they were more
inflexible. The methodology of this study does not assess whether they
also had a stage of being more flexible before they 'tightened up' their
constructs as assessments were not m a d e during each respective phase
of the exercises. It would not have been feasible to incorporate such
measurements into the intervention and maintain suitable group
functioning.
Without the intervention in the small environment the students
expressed more social hostility at mid-session than pre-session. Due to
this increase they expressed more social hostility at mid-session than
intervention students. This suggests that the intervention helped to
prevent an increase in the intervention students' frustration with the n e w
environment. The intervention students' maintenance of an inflexible
stance m a y have prevented them from experiencing or being concerned
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about those aspects of the environment which they may have found
frustrating.
I anticipated that reduced inflexibility would lead to the development of
a sense of empowerment as students would be able to de-reify social
structures. Flexible construing m a y have enabled non-intervention
students to construe alternative d e m a n d s of the environment. The social
hostility expressed by these students m a y represent frustration with the
environment not providing alternative resources. In constructivist terms
the hostility indicates a reluctance to reconstrue the social environment
when it did not provide these resources. If this is the case the
intervention students m a y have avoided such hostility by relying on their
own resources. In this respect the intervention could be regarded as
having provided a socially conservative approach to assisting students
with their transition to university in that they did not de-reify the social
structures they experienced.
The reduction in inflexibility experienced by non-intervention students
did not create a sense of empowerment. The measures of empowerment
were not associated with the intervention or stage of transition factors.
The increase in social hostility expressed by these students suggests that
they m a y have experienced decreases in reification but without
alternative social structures an increase in empowerment w a s not
possible. Increases in students' sense of disempowerment would have
supported this explanation but no differences were detected. The social
hostility expressed by these students m a y represent an alternative to the
experience of dis-empowerment. Expressing social hostility represents a
healthier outcome than a reduction in empowerment as it m e a n s that
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students were requiring change in social processes rather than blaming
themselves for lack of change.
The research of Bannister (1963, 1965) and Lawlor and Cochran
(1981) indicated that validation leads to tightening of constructs and
invalidation leads to loosening of constructs. The intervention students
w h o maintained inflexibility m a y have done so because their constructs
had been validated. This explanation is supported by their lack of social
hostility which indicates that they were not holding onto constructs which
had been invalidated. T h e non-intervention students' increase in
flexibility and social hostility over time indicates that their constructs m a y
have been invalidated and they refused to alter their constructs. The
intervention m a y have provided students with information about
university which enabled them to m a k e accurate predictions about what
they would experience. T h e non-intervention students did not have such
information about the environment and w h e n confronted with invalidating
evidence they had no alternative constructs to apply to the situation and
so held onto existing constructs. Chambers (1983) demonstrated that
pre-emptive construing w a s related to neuroticism. In this study
maintaining inflexibility m a y have been constructive after students had
incorporated new information about the university into their construct
systems. If intervention students had received less invalidation of their
constructs then they m a y have experienced less anxiety due to
interpretive incongruence. T h e results did not support this explanation
as the intervention students did not differ from non-intervention students
on this dimension.
I suggested in Chapter Three that people w h o are more flexible in their
construing m a y be overwhelmed by the implications for change in their

The Viability of a Social Constructivist Base for Community Psychology

178

construct systems. They may not cope as effectively as people who
maintain inflexible constructs during transition and experience anxiety
due to interpretive incongruency. The results did not support this
prediction.
The research of Sandler and Lakey (1982) found that people with an
internal sense of control experienced negative events as less stressful.
The intervention students' inflexibility m a y represent a resolve to pursue
their own course of action regardless of the resources available in the
environment. They m a y not have been concerned with whether social
resources were available and so did not express social hostility. If this
was the case intervention students m a y have also expressed a greater
sense of personal control. This w a s not reflected in the measures of
empowerment taken at mid-session. Alternatively the intervention m a y
have enabled them to reconstrue the environment in a way which
alleviated the need for social hostility.
The inflexibility provided by the intervention m a y have functioned in a
manner similar to a stance of optimism. The work of Scheier, Weintraub
and Carver (1986) indicated that dispositional optimism is a predictor of
successful adaptation to stressful situations. In this respect inflexibility
could represent a positive, confident approach to a n e w environment. If
this had been the case these students might have also expressed more
satisfaction at mid-session.
A decrease in inflexibility overtime occurred for intervention and nonintervention students in the larger environment. The level of inflexibility
was lower for both groups at mid-session than it had been in the small
environment at mid-session. This reduction prevented the testing of
interaction processes between person-environment incongruence and
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inflexibility. On the basis of the results gained from students' experience
of the smaller environment I expected that intervention students would
have maintained their inflexibility. I also expected from the results of the
first study that there would be greater person-environment incongruence
expressed in the larger environment. This increase w a s limited to mature
age students. A s the effects of the students' stage of life did not interact
with the effects of the intervention or the effects of stage of transition, and
the measure of person-environment incongruence did not contribute to
the interaction between the effects of size of environment, intervention
and stage of transition, it w a s not possible to test the effect of inflexible
constructs on coping with person-environment incongruence.
The larger environment prevented intervention students from
maintaining their inflexibility. If the larger environment created confusion
then students m a y have been challenged to be more flexible. If this w a s
the case there should have been increases in interpretive incongruence
for the intervention students in the larger environment. T h e research
conducted by Fisher and Hood (1987) indicated that students
experienced increased absent-mindedness and cognitive failure
following transition to university. Anxiety due to interpretive
incongruency represents a similar dimension to the variables used in
their study; however, this concept w a s not related to the students' stage
of transition in the second study.
Perhaps the normal process of transition involves a reduction in
inflexibility so that constructs are gradually changed. Neither intervention
or non-intervention students in the larger environment experienced an
increase in social hostility over time as the non-intervention students had
in the smaller environment. T h e only change to occur in levels of social
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hostility was for the non-intervention students who experienced less
sooial hostility at mid-session than they had in the small environment.
There were no differences between this group and the intervention group
in the larger environment.
In the larger environment the intervention students m a y have found
that their constructs could not cater for the changes in the environment
which resulted from the general disorganisation caused by
overcrowding. If their had been such invalidation an increase in
interpretive incongruence would have been expected for these students.
They m a y have then become more flexible in order to cater for the
unpredicted experiences. The non-intervention students had reduced
their inflexibility over time and this m a y have been more constructive for
them in a changing environment as they experienced less social hostility
than they had in the smaller environment.
The effect of the intervention m a y have been nullified by the larger
environment because of the reduction in social support previously
discussed. The effect of the intervention m a y have been dependent
upon the environment providing suitable social interaction. This m a y
explain the reduction in inflexibility for the intervention group in the larger
environment. With the reduction in social resources the students found it
more difficult to maintain their stance. The research, cited in Chapter
Three, suggested that social support acts as a buffer to the experience of
distress (Cohen and Wills, 1985) and that perception of the exchange will
influence the effect of support (Shumaker and Brownell, 1984). Compas,
Wagner, Slavin and Vannatta (1986) were able to predict psychological
symptoms from stressful life events and satisfaction with social support
two weeks after students had arrived at college. It is possible that the
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provision of social support is necessary for people to utilise individual
coping resources such as inflexible construing which prevented social
hostility in the current study. Future research could directly investigate
the interaction of inflexible construing and social support.
I also suggested that the flexibility of constructs will depend upon life
stage and sex as the literature, cited in Chapter three (Finkel, 1975;
Defares, Brandjes, Nass & Van der Ploeg, 1984), indicated that general
coping processes differ according to these variables. A relationship
between these factors and Inflexibility w a s not detected.
The results obtained in the second study concerning inflexibility
preventing social hostility are incongruent with the results obtained by
Finkel (1975) and Finkel and Jacobsen (1977) which suggested that
being able to reconstrue stressful events led to more positive coping. It is
possible that the intervention students had already gone through a
process of being more flexible and reconstruing the situation before
settling upon a more inflexible stance which enabled them to cope with
the small environment. T h e results obtained in this project are congruent
with the research reviewed on coping process in that appraisal
processes did mediate the experience of emotional stress in the form of
social hostility.

THE VIABILITY OF SOCIAL CONSTRUCTIVIST CONCEPTS
FOR COMMUNITY PSYCHOLOGY
This project c o m m e n c e d with the broad aim of utilising social
constructivist theory in community psychology as a m e a n s of linking
concepts of the person and social structure.
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The concept of person-environment incongruence was developed as
a m e a n s of formulating h o w social structures impede individuals' psychosocial functioning. T h e Person-Environment Incongruence Scale w a s
developed as a m e a n s of mapping when such incongruence occurs in a
person's experience. T h e scale incorporated concepts of situational
definitions and direct and indirect interaction derived from Schutz's
analyses of social structure which were presented in Chapter Two. The
scale also incorporated concepts of superordinate-subordinate relations
between core and peripheral areas of construction. This distinction w a s
associated with measures of anxiety that were conceptually linked with
core constructs. The scale proved to be a useful schema for
differentiating experience in different environments and at different
stages of life. The results obtained indicate the viability of these concepts
for use in community psychology.
The Scale also fulfils s o m e of the suggestions for development of
measures of person-environment fit which have been discussed in the
literature. Harrison (1978) suggested that accurate measurement of P-E
fit should reflect the values and goals of the individual and their meaning
for that individual in order to accurately measure stress and strain. The
content analysis scale developed for this project w a s designed to reflect
the experience of individuals and their interests and goals in situations
as organised into superordinate and subordinate hierarchies. The
resource schema of the scale reflects the goal concepts suggested by
Harrison (1978) and Stokol's (1979) concepts of hierarchical needs
discussed in chapter three. The scale also fulfils the suggestion of
Tracey et.al. (1986) that measures of P-E fit should assess fit on different
areas and levels of a person's experience.
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Pargament (1986) suggests the need to define whose perspective is
used in defining a need and a resource. The socio-phenomenological
method employed in the scale takes account of the perspective of the
people being researched. In this respect it has a major advantage over
questionnaire methods employed in person-environment fit research.
The interview method of examining specific situations also provides a
means of examining daily events which Wagner et al. (1988)
demonstrated as mediating the impact of major life events.
The conceptual base of the scale has similarities to the concept of
motivational fit proposed by Caplan, Tripafhi and Naidu (1985), in that it
is related to interests in a situation and exertion and trying. Their
research found that poor motivational fit w a s effective in predicting strain
for anticipated or current time frames. This result is similar to the result
obtained in this project in which person-environment incongruence w a s
accompanied by personal and social hostility.
The Person-Environment Incongruence Scale also has the advantage
of having minimal d e m a n d characteristics because of the non-intrusive
manner in which verbalisations are obtained. This characteristic is
important in research of person-environment incongruence, as the
research of Greenberger and Steinberg (1982) indicated that people
tend to report environmental facilitation in response to the demands of
the research situation. Finally the scale is based on a contextually based
theory of experience which provides a theoretical context for work in this
area which as Pargament (1986) suggests tends to be afheoretical.
Current research on person-environment fit has indicated the need for
measures which are idiographic and based on individuals' experience.
The results obtained in this project indicated that the
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sociophenomenological approach provides a viable method of attaining
these goals.
The concept of the dialectic between person and society w a s used as
a m e a n s of linking social and psychological change. Social structures
are created by people and in turn produce people. The realisation of this
dialectic enables change of social structures. Change in social
structures for the enhancement of psycho-social well-being is the basic
aim of community psychology. The extent to which the dialectic is
realised is dependent upon the reification of social structures. At the
individual level this w a s formulated in terms of the inflexibility of the
person's constructions of social experience. This concept proved useful
in terms of differentiating between individuals expressing social hostility
when they were more flexible in their construing.
I anticipated that the concept of reification would provide an important
link between social structures and the development of a sense of
empowerment. Reduced inflexibility w a s accompanied by increased
social hostility. I suggested that if alternative social structures had been
available for these students they m a y have also experienced an increase
in empowerment.
The results obtained with the scales for inflexible construing and
personal and social hostility indicate the viability of employing these
constructivist concepts in community psychology.
The conceptual analyses developed in this project were based on the
analysis of culture conducted by Peter Berger and discussed in Chapter
One. Culture is represented in the social practices of institutions such as
the university. It is passed onto individuals through the c o m m o n stock of
knowledge. The two scales developed for this project provide a means
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of assessing the functioning of the stock of knowledge within individuals.
The Person-Environment Incongruence Scale provides a m e a n s of
defining and assessing resources relevant to social structures. The
Inflexibility Scale provides a m e a n s of assessing the reification of cultural
practices within individuals. The concept of reification provides a means
of analysing social interventions in terms of the c o m m o n stock of
knowledge as a representation of the culture of an institution.
The social constructivist concepts developed for this project were
intended to overcome s o m e of the limitations of the ecological
perspective discussed in chapter one. Stressful emotional reactions and
coping processes typically investigated in life stress research were
defined in terms of the constructivist concepts of interpretive
incongruence, personal and social hostility and core anxiety, inflexibility
and person-environment incongruence. These definitions provided a
means of linking the person with the social context which w a s defined in
terms of the c o m m o n stock of knowledge which determines cultural
practices within institutions. It is suggested that these constructivist
concepts provide a m e a n s of linking the mind, emotion and social context
as they provide social definitions of mind and emotion. Their utility is
demonstrated by the results obtained in these studies. These concepts
overcome the limitations of the ecological perspective which provides
limited explanation of the links between the person and social structure.
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SOCIAL CONSTRUCTIVIST CONTRIBUTIONS TO PRACTICE
IN C O M M U N I T Y

PSYCHOLOGY

The major aim of the interventions undertaken in both studies was to
provide access to resources in the university which would facilitate
transition to university. Such resources included knowledge of the
ground rules of the system of learning and strategies for personal
effectiveness in fulfilling the demands of the system. The intervention
was designed to achieve this through the provision of a resource network
using para-professional helpers. The purpose of the intervention was to
pass on the cultural practices of the university to new students. This
aspect of the intervention was an attempt to change the institutional
practice described in chapter five whereby students are not provided with
clear guidelines about the university system of learning. In this respect
the intervention aimed to open up the resources of the university to new
students and de-reify the practices of the institution. The effect of this
intervention was limited to students in the second study expressing more
inflexibility and less social hostility in the smaller university environment.
These differences suggest that the effect of the intervention was limited to
changing individuals' reactions to the institution.
I anticipated that reducing the reification of social structures would be
an important component of developing a sense of empowerment. The
results of the second study suggested that it may be important to ensure
that adequate alternative social structures are available in this process.
The groups that students participated in could have provided an
alternative social setting for students. The measure of social support did
not indicate whether intervention students had maintained membership
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of their groups. Future research and practice could explore the utility of
maintaining these groups for the duration of students* transition.
Social changes in the institution would have been more directly
indicated by decreases in person-environment incongruence and
increases in social support. Such effects would have indicated that
students experienced more resources being available in the
environment. There w a s no indication that students in the second study
w h o participated in the intervention experienced more social support or
less person-environment incongruence. This aspect of experience w a s
dependent upon the size of the environment and the life stage of the
student.
The intervention has had impacts on the university system which were
not directly related to its objectives. The intervention has n o w been
offered by the University Counselling Service for a period of eight years.
Over the years the number of students participating has increased and
most teaching staff are aware that the programme is offered at the
beginning of each year. The existence of the intervention has
encouraged teaching staff to become familiar with principles of student
learning in the university context and incorporate them in their courses.
The university has also provided resources for a Study Process Centre
which provides ongoing assistance with student learning. The university
is n o w planning to incorporate the programme into the University
Calendar with major contributions from academic departments. These
activities represent changes at the organisational and institutional level.
These changes indicate the need to assess the institutional impacts of an
intervention from a broad perspective and over a long time span.
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APPENDIX ONE
QUESTIONNAIRE USED IN STUDY OF PERSONENVIRONMENT

INCONGRUENCE

University of Wollongong Counselling Centre
The purpose of this questionnaire is to provide a general picture of your
experience of university so far. Your answers to the questions will be
confidential and anonymous. The identification number on the back of
the page will enable use to check w h o has not returned the
questionnaire, so that w e can send them a reminder letter.
Would you please describe three n e w and significant situations you
encountered in your first session at university.
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Please suggest any forms of assistance which you would have found
useful during your first session at university.

Are you attending university - full-time or part-time?
H o w did you gain admission to university? - Higher School Certificate
Special Admissions Program
What is your age?
Please circle the appropriate alternative:

17-19
20-24
25-29
30-34
35-39
40-50
50+

Which course are you currently enrolled in?
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Thank you for completing the questionnaire.
Please return the questionnaire to the Counselling Centre or send it
through the mail in the reply-paid envelope (no stamp needed).

214

APPENDIX TWO
THE DEVELOPMENT OF A CONTENT ANALYSIS SCALE FOR
PERSON-ENVIRONMENT

INCONGRUENCE

Viney (1983) has outlined in detail the steps that need to be taken in the
development of a content analysis scale. The initial step is to describe
the psychological state being assessed. The purpose of the PersonEnvironment Incongruence Scale is to assess whether a person is
experiencing incongruence with his or her environment. Incongruence
was indicated by references to there being conflict between personal
resources and environmental resources. The resource types are based
on Schutz's concepts of the definition of the situation and the
development of these concepts in terms of subordinate and
superordinate incongruency previously discussed. Resources are
defined in Table 1.
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Table 1: Resource categories and notation of the Person-Environment
Incongruence Scale
Peripheral Resources
P' - Situational Interests - References to h o w the situation is of interpretational
relevance or h o w it is meaningful or important to the person; and references to how
the situation is of motivational relevance which m a y include motives, intentions,
goals or an anticipated state of affairs.
P a - Individual Action - References to actions performed by an individual not
requiring immediate, direct face to face interaction. Relevant content includes
references to: skills, routines, tasks, fulfilling requirements or demands of
situations, groups, organisations, departments, institutions, without face to face
interaction.
EP - Peripheral Environment - References to the environment in general, direct
face to face interaction, demands and constraints of groups, organisations,
institutions, which are not essential for the maintenance of survival or identity eg.
friends, students, staff.
Superordinate Core

Resources

PP - Purpose, Plans, Principles - References to plans, long term goals, purpose in
life, ethical principles for life in general or career.
P n - Natures and Powers - References to personal qualities, abilities, tendencies,
general concept of self.
E n - H o m e Environment - References to h o m e environment in general, demands
of the person's primary group, face to face interaction with significant others in
intimate relationships or people essential for the maintenance of survival or identity;
for example, spouse, partner, family of origin, current family members, close
friends.

These categories have been devised to parallel the concepts of how
people define situations at peripheral and core levels of construction.
Purpose, plans, principles, and natures and powers are regarded as core
personal resources. Situational interests and individual actions are
regarded as peripheral personal resources. The h o m e environment is
regarded as being a core resource and the peripheral environment as a
peripheral resource.
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The next step suggested by Viney (1983) is to define the unit of
content to be analysed. The unit typically selected for scoring in this type
of scale is the clause which is defined as "a language structure that
includes an active verb" (Viney, 1983, p. 544). Specific details need to
be provided for the cues and content of verbal communications from
which the psychological state is being inferred. Cues which indicate the
intensity of the state can also be specified. Differential scoring weights
can be incorporated in the scale to represent different levels of intensity.
Incongruence involving superordinate core resources m a y contribute
more strongly to stress reactions. Weights could be incorporated into the
scale to differentiate between superordinate and subordinate
incongruence. A system of weights w a s not incorporated in this scale.
The utility of a weighting system could be explored by examining the
distribution of the scale scores and their relationship with other scales.
Examples and notation for the Person-Environment Incongruence
Scale are listed in Table 2; the x indicates incongruence and the
slashes indicate clause marks. O n e score is m a d e for the incongruence,
which is often indicated by statements in two adjacent clauses. The
clauses given one score are underlined.
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Table 2: Incongruence categories and examples of the Person-Environment
Incongruence Scale
i

h

P x E :

I feel a real conflict / w h e n m y son keeps banging on the door /and j
want to study.

P1 x E p :

Sometimes m y friends from school ring up /or come around. /It's hard
to.mptiyate, myself to study /when, they're going out.

a
P
p8

h
x E : It's hard to get any work done in the evening. /The only table /lean use
/is in the dining room /and m y parents won't turn the teleyjsjoni down.
x
P;
The other students make it difficult /for m e to work in the library/with all
that chatter going on.

pP x

- h : My.famjly.doesn't.want.me.to.be here /they wanted m e to get a job
straight away, /they can't see the point in an Arts degree.

P

p

p

x E :

M y friends from school went and got jobs /so I'm put on m y own /in
taking.this course

n

h

P

x E : Myjamijyjhintej'm.crazy, /for doing this course /they've told m e /l.l.fjnd
lUpohard

P

x Ep:

I'm fairly
fairly in
independent inmyapproach /I don't like the way /some
I'm
students seem to do each other's assignments

A score for the scale needs to be derived and a set of subscores
developed when multidimensional concepts are used. A correction
factor needs to be incorporated in the scale in order to to account for
differences in the number of words provided by research participants
(Viney, 1983).
The raw score for the Person-Environment Incongruence Scale was
derived from the s u m of the number of times a category of the scale
appeared in a verbal sample. The Gottschalk-Winget-Gleser correction
factor (Viney, 1983) w a s then applied to this raw score. The correction
factor (C.F.) is the total number of words in the verbal sample divided into
100. The raw score w a s multiplied by the correction factor and a half of
the correction factor w a s then added to this score in order to account for
verbalisations where there w a s no scorable content, ie.
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Final Score = (Total R a w Score x C.F.) + 1/2C.F.
The final score m a y require a square root or logten transformation as the
distribution for this type of scale is usually negatively skewed.
Adequate inter-rater reliability is essential in the development of a
content analysis scale. In general, reliability coefficients of .80 or higher
are required (Viney, 1983). In order to assess the reliability of the
Person-Environment Incongruence Scale a sample of 25 interview
transcripts were gathered from first year university students in the smaller
university during their first session at university. The interview consisted
of questions relating to the six resource areas of the scale - ie. students
were asked to state their purpose in coming to university, their evaluation
of their abilities for doing the work required, their family's or partner's
attitude towards their coming to university, the importance of several
situations they expected to encounter, and the individual and social
resources they would utilise in realising their interests in these situations.
The interviews were taped and transcribed.
The statements were rated by the researcher and three other raters.
Using Pearson's Product M o m e n t Correlation coefficient, the inter-rater
agreement coefficients between the researcher and a panel of three
other raters were .85, .87 and .88. This is within acceptable limits. Mests
conducted between the scores obtained by each rater indicated that
there were no significant differences between the raters' scoring.
Viney (1983) argues that construct validity best reflects whether a
content analysis scale is achieving its aims. A content analysis scale has
inherent content validity as the content c o m e s directly from the research
participant. Viney (1983) argues that this is true to the extent that the
categories adequately and consistently represent the intended content.
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O n e m e a n s of assessing the concurrent criterion validity is whether the
scale can discriminate between appropriate groups of research
participants or the situations they experience. The validity of the PersonEnvironment Incongruence Scale w a s assessed by its ability to
discriminate between experiences of different types of university
environment. This type of validity w a s also examined in terms of whether
it could detect differences due to the intervention which students received
in the larger university environment. The scale's validity w a s also
examined in terms of its relationships with other established content
analysis scales. The results discussed in Chapter Four indicated the
scale's ability to discriminate between effects due to environment and
intervention. The association with core anxiety discussed in Chapter
Four provides further construct validity for the scale.

The following are excerpts from two coded transcripts with the PersonEnvironment Incongruence Scale codes above the clause to which they
refer.
Larger environment, female school leaver
Prior to university
I want to get a degree and then a Diploma in Education / and I want to
teach/ and then eventually I want to teach deaf children / I'd rather do a
degree at the university than at the Institute / because that's a lot of
fiddling around / going teaching and then coming back / I'd rather get the
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degree and the diploma here / and then go out and get the experience/
PP x E h

I don't think m y family really care / I'm not talking to m y mother at the
PP x E h

m o m e n t / and m y father couldn't give a d a m n about it /1 wouldn't care
what they thought anyway / It's what I want / they've had their chance /
When I came to enrol / there were a lot of parents pushing their children /
you have to do this / you have to do that / that's terrible / because in ten
years time they're going to be unhappy /...
I think I'm very capable of doing it / as long as there's no maths
involved / in anything that I'm doing /1 tend to be better at academic
things rather than say maths or physics or chemistry and things like that /
I like english / where you interpret what the course is about / and you can
draw your own conclusions from that /...
I've been told / that they give you all your essays at the beginning of
the year / and you have to do that / and I tend to procrastinate / when it
comes to doing things like that / when I've got a lot of time to do it / I'd
PJxEP

rather them say / 'there you go you've got a week to do that' / i find I'd be
able to work better / and I think once I'm motivated to do it / without
Pn x Ep

anyone saying 'you have to do it / it'll be hard / because I tend to leave
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everything to the last moment and madly rush through / I'll sit down and

look at it / if I know I've got to do it / and it's hard to get started /1 really
enjoy doing it /
Mid session
I think I'm handling it OK /1 haven't got a lot of work back / but we got one
education tutorial paper back / and I got a B for that / I'm really happy
about that /1 thought that was pretty good for the first time round / but I'm
not too confident on psychology /1 don't think I've got the right word limit /
PaxEP

and m a y b e not as much information / as she would have wanted / so I'm
not really confident / about getting the marks back / I'm really dreading it /
but everyone says you're only first year / you have to expect to fail in a
few essays and things / because you've never done it before / And it is
different from high school, all the referencing, all the footnoting / you
know it's really time consuming /1 would never have thought / that it
would take so much time /
I think I'm handling it / my ability's alright /1 wouldn't say above
average / maybe average I don't know /1 have to wait /1 think when this
session's over / I'll have a good indication /...
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My boyfriend and his family, they're really great. / they give me a lot of
encouragement / they'll ask me how I'm doing / They're not apathetic at
all / and all my friends are really great / As I said my family couldn't really
care less / as long as I'm out of their hair.
Larger environment, mature age male
Prior to university
PxEP
There w a s no w a y that I can continue / in the field I'm trained in / which is
P

a technician / so now I have to retrain /1 would really like to teach /
preferably at technical college / I've had a lot of experience over the
years / in training apprentices /1 would like to sort of teach that particular
age group /
The other members of the family are quite envious / sort of comments I
wish I could chuck my job in / and do the same thing / the kids are a little
PP x E h

bit confused about it all / it's been m a d e known to them / that they're not
going to get / as much attention as they did before / they're going to have
to fend for themselves / a lot more than they're used to /...
I honestly think I can handle it / I'm a little bit apprehensive about the
mathematics / because of the comment they made / about taking on such
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a load / w h e n you don't have the pre-requisite /...
You tend to hear a lot of stories about the volume of work / some say
it's hard to cope with / others say you can breeze through / but I guess
you're a little bit apprehensive / as to you know / how much there
actually is / and whether you will be able to cope with it /...
Mid-session
The family are going well with it. / We have a few problems / with the
young fellow at school. / We had to go and see the school counsellor. /
PP x E h

His assessment w a s that he'd been sort of pushed out because of uni. /
He wasn't getting the attention / he used to get before....
The catch cry is overcrowding / and I've found / that a lot departments
are playing politics with admin, because of the overcrowding / There's no
P!xEP

helpful hand anymore / the maths department, they're shocking / they're
the worst offenders / The type of attitude all their lecturers have adopted /
PPxEP

is we'll have to get rid of 200 of you before the end of first session / and
they're using every opportunity / to jibe and prompt people, that if you
PP x EP

can't follow it then get out....
PaxEP

The workload the conditions are a lot more severe this year / than they
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PaxEP

have been in past years / the library is overcrowded / to the extent that it
has just become a farce /...
Ability wise I think I can handle it / but you still need help / and what is
p'xEP

lacking this year / is the help / you cannot s e e m to get the help / In a lot of
P'x E P

ways direct help is very hard to get. / They did advocate / that when w e
did the orientation / keep pounding at their doors / If you pound often
enough they'll get sick of you / and they will help you / but with the
P1 x E P

number of students they just don't seem to be as willing to help. /...
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APPENDIX THREE
THE DEVELOPMENT OF A CONTENT ANALYSIS SCALE FOR
INFLEXIBILITY
The procedures for developing a content analysis scale outlined by
Viney (1983) were used once again for developing the scale. Inflexible
construction processes are represented in the language people use to
express their experience of the world. The linguistic analysis of Bandler
and Grinder (1975) w a s adapted in developing content analysis
categories which represented inflexible construction processes. Utilising
their o w n version of transformational grammar, derived from N o a m
Chomsky's work, Bandler and Grinder developed a series of categories
which indicate whether verbalisations are a complete representation of
experience. Using the concepts of deep and surface structure they
suggest that verbalisations can be the surface manifestation of a deeper
complete version of original reference structures of experience. Their
concepts for describing h o w the complete linguistic representation, the
deep structure, is transformed into surface structures have a close
parallel with the construction processes already outlined.
This project is limited to examining verbalisations for language
equivalents of inflexible construction processes. A limited interview
method does not allow the investigation of whether verbalisations about
experience represent typical constructs, and construct forms (ie.
loose/tight, submerged, suspended etc.) which are utilised in everyday
life or whether they are a manifestation of the interview process. In
addition to this limitation it is possible that if further verbalisations were
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solicited from the interviewees they m a y have provided a more flexible
representation of their experience. T h e interviewer could have also
tested the flexibility of a construct through the process of elaboration and
experimentation outlined by George Kelly (1955). The method employed
represents a first step in the investigation of inflexible forms of constructs.
W h e n the categories are applied to interpersonal resources they do
not necessarily indicate that people are being inflexible in their
construals of individuals or social structures. There m a y be instances
where the 'world' has been inflexible in meeting a person's requirements
and it is not merely a matter of inflexibility in that person's constructs.
Distinctions between w h e n the 'real world' is inflexible and when
individuals are being inflexible in their constructs have not been m a d e in
the coding categories. Such distinctions could probably only be m a d e by
a more interactive m o d e of interviewing which tested out the inflexibility
of the individual's constructs in relation to other information about their
context. Such interviewing w a s beyond the scope of this project and
would not have provided the data being sought, as it would probably
have changed the individual's constructs which formed the basis of their
psychosocial functioning and the m e a n s of assessing that functioning.
This distinction between inflexibility in the 'real world' and in the person's
constructs w a s not of central importance in this project so such
distinctions have not been m a d e in the coding. If and w h e n such
different p h e n o m e n a do occur they are given the s a m e coding.
Content analysis procedures were chosen in preference to thematic
phenomenological analyses as they enable a systematic analysis of a
large sample of experience and enable comparisons to be readily m a d e
within and between people. In s o m e respects the categories used
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represent a phenomenological reduction of the researcher's experience
of people.
Each of the categories of Inflexibility can be considered to be bipolar in
nature. T h e coding categories represent the inflexible form of the
construction process. It w a s initially thought that it might be useful to
incorporate categories for flexibility and inflexibility in the analysis
however this s e e m e d to unnecessarily complicate the coding
procedures. It s e e m e d that w h e n one form of the category did not apply
then its opposite form w a s present. The extent to which the opposite pole
w a s applicable is considered to be accounted for in the total count of the
clauses given in a verbalisation.
Examples and notation for the Inflexibility Scale are detailed in Table
1. IF plus a superscript refers to the code used in the analysis of the
transcripts.
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Table 1 Categories for the content analysis scale for inflexibility
3

IF : Incomplete Meaning
Scoring is indicated w h e n a clause requires further verbalisation for its complete meaning
to be apparent. Nouns relating to the verbs of the clause m a y be left out. Clauses
explicating the meaning of a generalisation m a y not have been stated.
IF°: Incomplete Comparison
Scoring is indicated w h e n a person makes reference to something being more or less
than something else. If the reference set on which the comparisons are based is not
stated then the verbal representation is incomplete.
IF0: Incomplete Justification
Scoring is indicated w h e n people infer that an assertion is obvious or clear to all when the
basis for the assertion is not verbally represented. This often happens w h e n people use
the adverbs clearly and obviously.
IF**: Presuppositions
Scoring is indicated w h e n it is necessary to accept an unstated assumption in order to
m a k e sense of the speaker's statement.
IP3: Generalised Objects
Scoring is indicated w h e n the person does not refer to specific people or things and is
therefore speaking generally. A score is m a d e if a word or phrase fails to pick out a
specific person or thing in the world and there is no reference to anything specific in a
nearby or adjacent clause or in a question asked of the speaker.
IP*: Generalised Processes
Scoring is indicated if it is not possible to make a description of an actual sequence of
events from the process words or verbs stated in the clause or adjacent or nearby clauses
or questions asked of the speaker. This category assesses whether statements about
objects, events, processes, etc. are phrased in general terms.
IF9: Generalised Events
Scoring is indicated if the clause contains a judgements about objects or events which is
generalised to other cases or forms of these objects or events; or if the judgement is not
relativised to a particular person, time or place; and there is no further information in
adjacent or nearby clauses or in questions asked of the speaker. This category has been
constructed to indicate w h e n judgements about specific people, things, times, places are
used to refer to all elements of that particular set.
IFh; Necessities and Impossibilities
A score is m a d e w h e n a person maintains that a particular case is necessary or impossible.
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Such assertions are usually indicated by the use of the following words: have to,
necessary, should, must; and impossible, cannot, m a y not, will not.
IP: Universals
Scoring is indicated by the presence of cue words such as all, every, always, never,
nobody, only, which indicate that the person regards the experience referred to as
universally and absolutely so.
IP: Deactivation
Scoring is indicated w h e n a person has verbally represented an active process as a static
unchanging entity. This is often indicated by the use of a noun in place of a verb.

Categories IFa, IFb IFC, and IFd were developed to represent
suspension, submergence, constriction and the use of preverbal
constructs. Categories IFe, IFf and IF9 were developed to represent
construction processes involving dilation and constructs with a broad
range of convenience. Categories IFh, IF'1 and IFi were developed to
represent tight, impermeable and pre-emptive construing.
The method of clausing (Viney, 1983) w a s used to define the unit of
content to be analysed. A clause could contain references to more than
one Inflexibility category. In determining whether a particular score was
appropriate the wider context needed to be considered. This context
includes adjacent, previously or subsequently stated clauses as well as
the meaning context provided by a question asked of the speaker. If
such clauses or questions explicate the meaning of the clause to be
scored then they are taken into consideration in the scoring decision. A
weighting system w a s not used for the scale.
The Total R a w Score w a s computed from the s u m of categories
occurring in a verbalisation. The correction factor previously discussed
w a s used to account for the number of words spoken.
In order to assess inter-rater reliability thirty of the transcripts were
scored by three other raters for the Inflexibility scores. The agreement
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coefficients, using Pearson's rfor the scale were .90, .92 and .89. The
coefficients are within acceptable limits indicating that the scale for
Inflexibility has suitable reliability, f-tests conducted between the scores
for each rater indicated that there were no significant differences.
The validity of the scale w a s assessed by examining its relationship
with other scales and whether it w a s affected by intervention and size of
environment in the study described in Chapter Five.

Inflexibility Scale Examples
IFa: Incomplete Meaning
This form has occurred when a clause requires further verbalisation for
its complete meaning to be apparent. Nouns relating to the verbs of the
clause m a y be left out. Clauses explicating the meaning of a
generalisation m a y not have been stated.
I think a degree will be useful (useful for what?)
I want to do well (do what? as well as what?)
I have ability (ability for what)
I a m lazy (lazy at what?)
I sit and I write (write what?)
Writing is difficult (difficult for w h o m ? what writing?)
M y husband says w e can't manage (manage what?)
M y children won't be happy (happy about what?)
Tutors don't help much (whelp w h o ? with what?)
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IF&: Incomplete Comparison
Forms of this type have occurred when a person makes reference to
something being more or less than something else. If the reference set
on which the comparisons are based is not stated then the verbal
representation is incomplete. A possible unstated reference set is
suggested in brackets for the following examples:
Accountancy is more useful (than what?).
Arts will be best (best for w h o m or what?).
I a m better with essays (better than what?). I could be more
disciplined (disciplined than what or who?)
It's better if the children have someone they know (better than w h o or
what?).
I want that most (more than what?).
I could organise myself better (better than what?).
The worst is reading all those books (worse than what?).
It's better to ask Nicki (better than what or who?).
IFC: Incomplete Justification
Sometimes people will infer that an assertion is obvious or clear to all
when the basis for the assertion is not verbally represented. This often
happens w h e n people use the adverbs clearly and obviously. Examples
of this are as follows:
Obviously the arts degree is more flexible (obvious to w h o m ? )
Preferably to get work as a counsellor (preferable to what?)
Surprisingly I had the staying power (surprising to w h o m ? )
Unfortunately m y parents won't help (unfortunate to w h o m ; help with
what?).
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Obviously I want to pass (obvious to whom?).
Clearly it's not what I want (clear to whom?).
Obviously you just have to m a k e the time (obvious to whom?).
Apparently the tutor won't help (apparent to whom?).
Surprisingly no one else knew how to do it (surprising to w h o m ? )
But they were all for it of course.
ipd: Presuppositions
Scoring is indicated when it is necessary to accept an unstated
assumption in order to m a k e sense of the speaker's statement.
Doing an arts degree is about as useful as working in a shop.
An accountancy degree is worthwhile as it gets you a job.
Being m y age I will only be capable of passes.
Being female I'll have difficulty with the workshops.
M y husband would have been co-operative if he had wanted m e to be
here.
I hope to get passes in the more difficult subjects.
Reading the books first won't m a k e any difference to m y
understanding of the topic.
It's not worth getting to know the younger students as they are in a
different world.
I think being a girl it wasn't as important.
The following categories were adapted to represent construction
processes involving dilation and constructs with a broad range of
convenience.
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IFe: Generalised Objects
The category in the scale has been constructed to indicate when the
person does not refer to specific people or things and is therefore
speaking generally. A score is m a d e if a word or phrase fails to pick out
a specific person or thing in the world and there is no reference to
anything specific in a nearby or adjacent clause or in a question asked of
the speaker.
You need a degree these days.
Complex skills are required.
M y capabilities are sufficient for the work required.
N o support is available.
M y family create difficulties for me.
There are a number of areas that are worth pursuing.
Students shouldn't help one another.
You don't know w h o to ask for help.
IF*: Generalised Processes
This category assesses whether statements about objects, events,
processes, etc. are phrased in general terms. A score is m a d e if it is not
possible to m a k e a description of an actual sequence of events from the
process words or verbs stated in the clause or adjacent or nearby
clauses or questions asked of the speaker.
M y course is planned out.
I did a lot of planning before I decided to c o m e to university.
I a m able to do it.
I a m insufficiently organised.
M y parents forced m e to c o m e here
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I want it.
I'm intending to do something.
I sit d o w n at m y desk and I just write.
Help is available in the library.
IF9: Generalised Events
This category has been constructed to indicate w h e n judgements about
specific people, things, times, places are used to refer to all elements of
that particular set. A score is m a d e if the clause contains judgements
about objects or events which are generalised to other cases or forms of
these objects or events; or if the judgement is not relativised to a
particular person, time or place; and there is no further information in
adjacent or nearby clauses or in questions asked of the speaker.
You know that you can get help.
It's crazy to do a degree which doesn't lead to a job.
It's bad to be like this.
It's wrong for a mother to leave her child with someone else.
Wanting to do that is bad.
The correct way to do things is with a plan and a timetable.
It's wrong for students to help one another with assignments.
The following categories were developed to represent tight, impermeable
and pre-emptive construing.
IFn: Necessities and Impossibilities
This category is scored when a person maintains that a particular case is
necessary or impossible. Such assertions are usually indicated by the
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use of the following words: have to, necessary, should, must; and
impossible, cannot, m a y not, will not.
Doing this degree must lead to a job in the end.
can't do a degree that's not going to lead to a job
It's impossible for m e to be disciplined and organised.
should be able to do the work
can't ask m y mother to mind the kids.
have to be h o m e when the kids get h o m e from school
should want to sit down and do the work.
should like the work.
I've got to do the work.
It's impossible for m e to plan an essay before I write it.
have to take down as much as I can in lectures.
have to know what I'm talking about before I'll open m y mouth in a
tutorial.
can't let the other students know h o w I feel.
don't want to consider leaving m y children in a child care centre.
don't want to consider other ways of writing essays.
don't want to know about what the other students think.
IP: Universals
Scoring is indicated by the presence of cue words such as all, every,
always, never, nobody, only, which indicate that the person regards the
experience referred to as universally and absolutely so.
I have always wanted to be a teacher.
I'll never be that outgoing. I've always been slow to pick things up.
I would never leave m y children in childcare.
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M y husband will never accept m e coming to uni.
I would never want to do that.
I always feel like doing something else.
I always take notes in lectures.
I never study for exams.
All of m y assignments are hopeless.
I would never ask a lecturer for help.
None of the students seem to understand what to do.
IFJ: Deactivation
Scoring is indicated w h e n a person has verbally represented an active
process as a static unchanging entity. This is often indicated by the use
of a noun in place of a verb.
M y plan is to major in economics.
M y preference is for a job in management.
I have a resistance to being organised.
I have an inability to think clearly.
M y father has a block about m e doing engineering.
M y children's difficulty in settling in has stopped me.
M y intention is to finish it before it's due.
M y goal is to get a distinction
M y essay method is hopeless.
M y approach to reading is not the problem.
I have difficulty asking lecturers for help.
I have a reluctance to work with other students.
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The following are excerpts from two coded transcripts with the Inflexibility
Scale codes above the clause to which they refer.

Larger environment, female school leaver
Prior to university
I want to get a degree and then a Diploma in Education / and I want to
teach/ and then eventually I want to teach deaf children / I'd rather do a
degree at the university than at the Institute / because that's a lot of
fiddling around / going teaching and then coming back / I'd rather get the
degree and the diploma here / and then go out and get the experience/...
I don't think my family really care / I'm not talking to my mother at the
moment / and my father couldn't give a damn about it /1 wouldn't care
what they thought anyway / It's what I want / they've had their chance /

When I came to enrol / there were a lot of parents pushing their children /
|pe iph
|pe
IF h
you have to do this / you have to do that / that's terrible / because in ten
|pd
years time they're going to be unhappy /...
ipd
I think I'm very capable of doing it / as long as there's no maths
IF'
involved / in anything that I'm doing /1 tend to be better at academic

things rather than say maths or physics or chemistry and things like that /
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IFe

IFe
I like english / where you interpret / what the course is about / and you

can draw your own conclusions from that /...
IF a
IF e
IF© IF'
I've been told / that they give you all your essays at the beginning of
IF© IF'
|Fd
the year / and you have to do that / and I tend to procrastinate / when it
IFe
c o m e s to doing things like that / w h e n I've got a lot of time to do it / I'd
IFe
|Fe

rather them say / 'there you go you've got a w e e k to do that' /1 find I'd be
IFe
able to work better / and I think once I'm motivated to do it / without
IF"
IFe IFh
anyone saying 'you have to do it / it'll be hard / because I tend to leave
IF*
everything to the last m o m e n t / and madly rush through / I'll sit d o w n and
IFe
IF*
look at it / if I know I've got to do it / and it's hard to get started /1 really
enjoy doing it /
Mid session
IFa
I think I'm handling it O K /1 haven't got a lot of work back / but w e got one
education tutorial paper back / and I got a B for that / I'm really happy
about that /1 thought that was pretty good for the first time round / but I'm
not too confident on psychology /1 don't think I've got the right word limit /
and maybe not as much information / as she would have wanted / so I'm
not really confident / about getting the marks back / I'm really dreading it /
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IFh

but everyone says / you're only first year / you have to expect to fail in a
IF'
few essays and things / because you've never done it before / And it is
IF"
IF*
different from high school, all the referencing, all the footnoting / you
IF'
know it's really time consuming /1 would never have thought / that it
would take so much time /
I think I'm handling it / my ability's alright /1 wouldn't say above
|Fh

average / m a y b e average I don't know /1 have to wait /1 think w h e n this
session's over/ I'll have a good indication /...
My boyfriend and his family, they're really great. / they give me a lot of
encouragement / they'll ask me how I'm doing / They're not apathetic at
IFh
|ph
all / and all m y friends are really great / A s I said m y family couldn't really
care less / as long as I'm out of their hair.
Larger environment, mature age male
Prior to university
IF"
There w a s no w a y that I can continue / in the field I'm trained in / which is
|Fh

a technician / so n o w I have to refrain /1 would really like to teach /
preferably at technical college / I've had a lot of experience over the
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years / in training apprentices /1 would like to sort of teach that parti
age group /
The other members of the family are quite envious / sort of comments I

wish I could chuck my job in / and do the same thing / the kids are a lit

bit confused about it all / it's been made known to them / that they're n
IFh
going to get / as much attention as they did before / they're going to have
to fend for themselves / a lot more than they're used to /...

I honestly think I can handle it / I'm a little bit apprehensive about th
mathematics / because of the comment they made / about taking on such
a load / when you don't have the pre-requisite /...
IFe

Ipe

You tend to hear a lot of stories about the volume of work / s o m e say

IFe

|Fe

it's hard to cope with / others say you can breeze through / but I guess
IFe
you're a little bit apprehensive / as to you know / h o w much there
IFe
actually is / and whether you will be able to cope with it /...
Mid-session
The family are going well with it. / We have a few problems / with the
IFh
young fellow at school. / W e had to go and see the school counsellor. /
His assessment was that he'd been sort of pushed out because of uni. /
IF*
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He wasn't getting the attention / he used to get before....
The catch cry is overcrowding / and I've found / that a lot departments
IF'
are playing politics with admin, because of the overcrowding / There's no
IFe
IFe
helpful hand anymore / the maths department, they're shocking / they're
IF"
the worst offenders / The type of attitude all their lecturers have adopted /
IFh
is we'll have to get rid of 200 of you before the end of first session / and
IFe
IF'
IF e
they're using every opportunity / to jibe and prompt people / that if you
IF e
can't follow it / then get out....
The workload the conditions are a lot more severe this year / than they

have been in past years / the library is overcrowded / to the extent that it
IF*
has just b e c o m e a farce /...
IF'
IFe
Ability wise I think I can handle it / but you still need help / and what is
IFe
lacking this year / is the help / you cannot seem to get the help / In a lot of
IF e
ways direct help is very hard to get. / They did advocate / that when w e
IFe
did the orientation / keep pounding at their doors / If you pound often
IF®
IF e
lF e
IF e
enough they'll get sick of you / and they will help you / but with the
|Fe

number of students they just don't seem to be / as willing to help. /...
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APPENDIX
TRANSITION

FOUR

INTERVENTION

The exercises in the programme were designed by the author to create
and interplay of flexible and inflexible construing similar to the
circumspection-pre-emption-control cycle suggested by Kelly (1955).
The exercises were developed from Gray's (1979) adaptation of Gibb's
(1977) manual on learning to study. The component of the exercise
which w a s intended to promote flexibility usually involved encouraging
alternative viewpoints or strategies from within a person's experience or
providing alternatives from the group leader's and other participants'
experience as well as the literature on student learning. Strategies for
effective study which had been adapted from the literature were
summarised and provided in leaflets given to each student for each
exercise. In order to promote inflexibility leading to action each exercise
incorporated a component which required students to decide upon a
specific plan or goal for changing their study behaviour.
In addition to the exercises groups also participated in a tour of the
campus, sports association activities, information sessions on services
available for students and general discussions on the operation of the
university system.
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Introduction to University G r o u p Leader's Manual

The Aims of the Programme
The main aim of the programme is to establish a network of supportive
co-operative groups for students in their first year at university. Such
groups will assist students to 'feel a part of the place' and to c o m e to
terms with the university system of learning.
The most c o m m o n experience of first year students is learning to take
responsibility for being a student in a learning system which requires
independence and freedom. This experience is often accompanied by
confusion, anxiety, lack of knowledge and skills - a general disorientation
to the university system. For s o m e students their experience of
disorientation is accompanied by loneliness and anonymity.
A secondary aim of the programme is to provide students with some of
the knowledge and skills they need in orienting themselves to the
university system. Relevant knowledge includes the way in which the
university system works, the style and standard of work expected,
resources available to assist students, general facilities, etc. Skills
include handling freedom and independence, organising yourself so that
the work gets done, reading, writing and learning efficiently, etc.
Activities relevant to this aim are also the means by which a supportive,
co-operative group is established.
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development

It is important to keep in mind that groups start off being dependent on
the leader for direction. At this stage you will need to put in a lot of effort
to m a k e your group interact and participate.
In the next phase of group development the participants will form
friendships with one another and initiate their own direction. You will
need to work towards keeping the group on track with the programme.
In the final phase a balance will evolve between your leadership and
the group taking responsibility for interaction and group direction.

Developing a Supportive, Co-operative Group
In facilitating interaction within your group, aim to promote a climate of
support. There is a climate of support in a group if:
- the group members trust one another and feel that they are trusted.
the group members take the time to communicate understanding to one
another.
- the group members respect one another and feel that they are
respected.
- the group members can make mistakes and the other help them learn
from their mistakes.
- the group members feel at h o m e with one another.
- the group members co-operate with one another.
- the group members appreciate one another's strengths.
- the group members not only understand one another, but they are
willing to challenge one another.
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You can encourage this type of interaction through your own example
and encouraging participants to behave in a supporting manner when
interacting with others in the group. Such interaction will help people
feel comfortable enough to deal with issues that concern them as well as
facilitating development of relationships between students.
Introductions
W h e n assembled in room - form chairs into a circle; if there are any desks
move them to the walls. Ask people to write out their names on labels
and wear them. G o around with simple introductions, i.e. name, what you
hope to get out of the course - establish your own contact with each
student, e.g. link their hopes for what they want, to what the programme
offers.
Rounds
Use the following exercise to 'warm' up your group. Use the exercise at
the first group session on Thursday and Friday.
First person says his/her name and something about him/herself. The
next person then says his/her name and something about self and then
repeats the first person's n a m e and statement about self. The next
person does the s a m e plus the two people w h o went before. Repeat till
the last person has to remember what everyone in the group said.
Reverse the direction and students make a statement about something
else. Statements can be:
Favourite Pastimes, Hobbies, Sports
What they hope to do when they finish university
H o w they feel about coming to university etc.
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Developing Students' Approach to University Study
There are no strict formulas or right or wrong ways of studying. The
purpose of the exercises and handouts are to encourage students to
develop their o w n approach to study which suits their interests, abilities
and living situations. This will require students to consider their current
approach to study; strengths and weaknesses in this approach; and
alternative ways of studying which could be of benefit to them. The study
guides are written with this in mind and contain a range of alternative
ways of approaching a particular aspect of study.
It is important that you do not present the content of the guides to study
as the 'right way to study'. The guides cannot be a substitute for
challenging students to develop their own approach by building upon
existing strengths.
Consider the following summary of a rationale for helping students to
develop their own constructive approaches to study through a mutually
supportive small group.
1. Students differ in the efficiency of their study.
2. Students in general know what are the more efficient ways of
studying or know what books might describe them, but they do not
always y___ them.
3. Students can still be academically successful using inefficient
methods of study. They can compensate by working longer and
harder and with less satisfaction.
4. Students can improve the efficiency of their study, not by learning a
way of studying which would be 'right' for everyone, but by
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a. analyzing their study behaviours;
b. being helped to feel confident about their strengths and
competences;
c. making in their study behaviour such changes as will reduce the time
and effort they need to devote to study to achieve successful results
and increase the ease with which learning takes place.
5. Students are likely to be attracted to different kinds of study
behaviour because of differences in their backgrounds, personality
and styles of living and working.
6. It is to be expected that students will experience a degree of
unwillingness to change their study behaviour, preferring the safe
and the known to the unknown which is likely to involve effort and
risk. T h e making of changes must be m a d e possible, attractive and
in the long run m a d e to s e e m likely to pay off.
7. Study skills programmes should aim less at merely providing
information about alternative study methods and more at helping
students to put them into practice.
8. Students are more likely to risk experimenting with putting change
into practice from mutually sharing with other students than from
listening to an 'expert' felling them what they should do.
Mutually supportive small groups are therefore the best m e a n s of
facilitating changes in study behaviour.
9. T h e emphasis in a study skills programme should be on
participation, sharing, support, activity and change.
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(Adapted from Gray, K. C. (1979). Study Skills. North Ryde:
Macquarie University.)

A useful way of understanding this method of helping students to develop
their o w n approach to study is to think of students as having a m a p for
university. This m a p contains information about the nature of the
university, what is expected of students and h o w they can best master the
tasks required of them. For many students this m a p m a y be sketchy,
contain inaccuracies and be misleading. However, it is the only m a p
students have and they are unlikely to change it or give it up unless there
is a better m a p available to them. Therefore, when helping students to
develop their approach to study you need to first take account of the m a p
they already have for understanding university study. You can then,
through a process of cautious negotiation, help them to see where their
strengths and weaknesses lie and h o w they can improve upon their map.
Group discussion and the strategies suggested in the study guides will
help students to consider alternatives. N e w strategies for studying
effectively can then be related to what students have already
experienced of their previous approach, environmental constraints, and
their general concept of themselves and their capabilities.
These general principles for developing an approach to study have
been incorporated in the format for the group sessions. However, you
will need to keep these principles in mind when you are interacting with
group members.
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A n Evaluation of study strengths and weaknesses.
Total time required - 30 minutes
Introduce goals of exercise
To enable students to think about their own learning and to evaluate their
study behaviour in terms of both their strengths and weaknesses.To help
students to feel some confidence about already being competent in some
aspects of study.
To help students decide what areas of study they need to change and in
which they would be willing to experiment with change.
To provide support and encouragement to students to make their own
decisions about how they are going to tackle their studying.
On Your Own - 10 minutes
Students complete student sense of learning competence inventory.
Explain that the inventory is a means of self-assessment which can be
useful in clarifying areas of study approach they may want to explore and
change. Students have also found it useful to look at the inventory at
some point in the future to see if their sense of competence has changed.
In Fours - 10 minutes
"Now that you have completed the inventory, share your impressions of
what your areas of greatest study competence are. You might need to
draw together several items or make use of any other idea that the
questions set off for you".
"Now do the same for the areas in which you feel less competent".
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"Make a list of areas of study behaviour which you, as individuals and
as a group feel that most need to change, and with each item list the
gains that might occur from making those changes.
Plenary - 10 minutes
"I'd like each group of four in turn to read out one item from its list. I'd like
everyone else to ask the group to explain what if means by that item if it
isn't clear"
"Also can w e see for each item h o w these items are different from
those areas which you have already decided you feel competent about"
"Have you tried to change that kind of behaviour before? What
happened w h e n you did? Where were the difficulties? What were the
successes?"
You will probably find that s o m e people are confident in some areas
and not in others and that over all group members there is someone
competent in each area. Y o u can use this distribution of 'group
resources' to explain that the group is to be like a 'co-operative' where
they will help one another to develop personal assets in relation to how
they are going to handle their first session at university

Personal Organisation and Motivation
Total time for this segment is 2 hours. This includes a ten minute break in
the middle.
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Introduce goals of exercise
To help students realise the amount of work they need to do to pass; to
help them avoid a pile up of work at the end of the session; provide them
with a m e a n s of planning their semester; reduce their anxieties about
how much work they have to do and how they will fit it all in.

Planning your session of study
On Own - 5 minutes
Ask students to tick the statements on page one of the Survival at
University leaflet.
In Pairs - 5 minutes
Discuss with the person next to them whether they think they could be
better organised.
In Group - 50 minutes
Please note that the following information needs to be obtained before
the programme.
Find out from the departments appropriate for your group the
assessment schedule for their first year subjects - ie. out how many
assignments, essays, practical reports, tutorial papers, exams, class tests
are required and what percentage they contribute to the overall
assessment for the subject, and roughly when they will be due. An
approximation will be sufficient if the details have not been finalised
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Write on the board the assessment schedules with due dates and
contribution to the overall grade for the subject (or write them out and
have them copied at the Counselling Service).
Hand out two copies of the time planner provided. Ask the students to
set out on the calendar when assignments are due or tests/exams are
scheduled, and how much they are worth. They only need to to this for
the subjects they are enrolled in.
Explain the sections on surviving and planning your semester in the
Survival at University leaflet.
Ask students to make an estimate and to mark on their planners when
they will need to start working on an assignment or revising for a test or
exam. M a k e sure that they schedule time for revision for exams
depending on how much it is worth. Remind them that the longer the
time span in which they have been learning a topic for an exam the more
likely they are to remember it. Explain how starting and finishing dates
will need to be revised when the due dates for assignments or tests
clash. In s o m e cases they will need to have an assignment or revision
completed before the required date in order to complete another piece of
work.
Suggest to students that when they receive the final details of
assessment schedules they should revise their planner or construct a
new one. Suggest that they hang their planner in a prominent place in
the room where they study. Suggest marking of tasks when they are
completed. This will give them a sense of accomplishment.
Suggest to students that when it is time to start an assignment during
the semester that they break them down into subtasks and write on the
planner when they start and finish each subtask. Explain from you own
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experience how you would have done this for an assignment you
completed yourself. For exams they can break the exam into topics and
mark a topic to be learnt on the planner.

Is there enough time in your week for all of this study?
If students are wondering how they are going to have the time for doing
all this study or are positively sure that there is no way they have enough
time then try the following exercise on page 4 of Survival at University
On Own - 5 minutes
Estimate the time (number of hours) you spend or will spend each week
on the following major activities:paid work

hours
hours

personal care

hours

eating

hours

sleeping

hours

travelling

hours

recreation & sport

hours

socializing

hours

class attendance

hours

studying

hours

other

hours

Total

hours

house-keeping

In Fours -10 minutes
Consider whether you are making the best use of your time by asking
yourself the following questions:
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- D o I know how much time on the average I really devote to the
major activities of m y day and m y week?
- Are any of these time open to change?
- Are s o m e of the demands I try and meet unreasonable?
- H o w much do they reflect m y priorities in m y life and m y goals, both
short and long-term? H o w much do they represent someone else's
expectations of m e ?
- What re-adjustments to these priorities and goals are desirable
and/or possible?
Do your answers to these questions suggest that it would be useful for
you to re-allocate the amount of time you spend on these activities each
week? You m a y find that you have ample time to balance work and
sufficient rest and recreation.
Plenary - 10 mins
Discuss groups members' estimates for activities discuss any changes
people have decided to make. Often people have plenty of time left over
from the 168 hour week. Emphasise the need to balance work and
recreation.

Motivation and Procrastination
Explain and discuss sections on planning weeks and days. Emphasise
that allocating a particular sub-task to a particular day and time is less
likely to lead to procrastination. Discuss sections on procrastination and
principles for improving concentration.
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In Pairs -10 mins
Describe to a partner your plans. Justify their feasibility and if necessary
modify them by making them more specific, more limited or more
adventurous
Set up a contract to change s o m e aspect of the organisation of your
time. M a k e the contract explicit and specific, reasonable and feasible,
stated in positive terms: "I will do...", rather than "I will not do...". Make a
firm arrangement for contact with your partner (eg. by phone or meeting)
to report on the outcome of your plans

Life Plans and Goals
Sometimes students procrastinate because they are in conflict about
where they are heading in life. The exercise on life planning on page 9
of Survival at University is intended to help students clarify their goals for
being at university. The exercise will also help your group to interact
more closely.
On Own - 5 minutes
Ask students to complete life line and write down any short, intermediate
and long term interest and goals they have in being at university - as
detailed on Survival at University.
In Pairs - 5 minutes
Ask students to form pairs and share their life lines and statement of
interests and goals - as much as they want to - fell them they will be
introducing one another to the group.
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Plenary - 10 minutes
Ask students to introduce partner in terms of life line and interest in
university.
Discuss as group the diversity of interests, perspectives, and feelings
about obtaining a university education.
Suggest to students that they hang up their life line next to their year
planner.

Assignments
The total time required for this exercise is 60 minutes.
Leader introduces goals
To help students develop a constructive approach to assignments or
projects which helps them to be creative, value their own ideas and avoid
procrastination.
For this exercise you will need to bring in an assignment or project you
successfully completed for a first year subject and consider how
brainstorming and free-writing could have been applied to it.
On Your Own - 5 mins
Ask them to think about the topic you have provided and write down their
understanding of the topic and how they would approach the task. You
m a y need to provide s o m e background to the topic.

Appendix Four

257

In Pairs - 5 mins
Discuss approach together. Were there alternative approaches or
directions they could have taken? List strengths and weaknesses in
approach.
In Group - 5 mins
Discuss experience, list strong and weak points - any c o m m o n themes.
In Group - 20 mins
Explain and discuss guide to assignments emphasizing brainstorming
mind mapping (see handout) and free writing. Encourage people to link
strategies in the guide to their own approach.
On Own - 10 minutes
Students brainstorm understanding of topic (this method is appropriate
for engineering, computing and science projects as well).
In Pairs - 10 mins
Students practice brainstorming together.
In Group - 5 mins
Discuss experience and share brainstorming ideas. Emphasise
importance of brainstorming with another person or group. Discuss
changes people want to make to their approach. Leader clarifies and
offers support.
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Listening to Lectures and Notetaking
Total time required 1 hour.
Leader introduces goals.
To provide an experience of notetaking
To enable students to see that different notes can be written for different
purposes
To make apparent the useful and useless characteristics of notes.
Please note that you will need to prepare a mini-lecture for this
exercise
On Own - 15 minutes
Leader gives 15 minute lecture based on past tutorial/seminar paper,
assignment or project etc (perhaps the one you used for the exercise on
assignments). Students take notes as if it was a university lecture.
In Pairs - 5 minutes
S w a p notes and discuss; e.g. why some people wrote down what others
did not.
In Group - 30 minutes
Share strategies for notetaking; leader summarises.
Explain and discuss handout on Notetaking.
On Own - 5 minutes
Leader gives further 5 minutes of lecture and students take notes using
strategies discussed.
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In Group - 5 minutes
Briefly discuss experience in terms of whether students were able to
incorporate new strategies. Emphasise that notetaking is a difficult skill
to master. It will take them several months to develop the skill and they
will need to continually review their approach.

Lab Skills and Report Writing
Time required: 60 minutes
Introduce Goals
Introduction to requirements for report writing.
Practice in scientific reasoning.
In Group
Bring in your reports for practicals you did for first year subjects. Present
these to the class and explain the format and general procedures for
practicals and report writing.
In Fours
Give out The Mealworm Puzzle, an assignment on experimental design
and reasoning and ask students to complete the assignment.
In Group
Small group presents their answers to the larger group.
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Learning from discussion -Tutorials and Seminars
Time required - 60 minutes
Introduce Goals
To help students to consider what distinguishes a profitable discussion
from an unprofitable one.
To help students to consider the responsibility and the power each
person in a discussion has individually to influence the usefulness of a
discussion.
To consider methods of coping with personal anxiety in participating in a
tutorial.
On Your Own - 5 minutes
"Think back to a discussion you have had fairly recently which you found
exciting, useful or interesting. It might be an informal chat, or an
organised discussion. Note down a few characteristics of that discussion
- why was it good?"
"Now think back to a discussion which bored your, or left you
disinterested or annoyed - that you did not learn from. Note down a few
things about why it was poor."
In Group - 10 minutes
"I'd like each person to make a point about good or bad discussions.
Does everybody agree about each point? H o w can constructive
discussion be encouraged in a small group
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In Group - 40 mins
Ask for several people to speak on a topic - perhaps assignment and
lecture topic previously dealt with, then facilitate discussion. Break into
two groups if you sense that this will make it easier for people to present
and discuss.
In Group - 5 mins
"Share with one another your feelings about participating - you can
consider how your feelings or behaviour were the same as usual or
different, how anxious you felt and any difficulties you encountered, how
you tried to cope with these or change from the way your usually feel."
Leader give feedback on papers if you think this will be of use.

Reading at University
Total time required - 70 minutes
Introduce Goals
To help students to look closely at the way they (and others) read in order
to examine the purpose of reading and to relate their reading to those
purposes.
To explore the possibilities of using books in new ways.
On Your Own - 5 minutes
Hand out paper on reading (Students' Use and Misuse of Reading Skills)
"Imagine you'll have to write a paragraph about this paper next week - go
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ahead and read it - I'll give you as long as you need." (Stop the students
unexpectedly, after 5 minutes)
On Your Own - 5 minutes
"Eventually, I w/7/give you as long as you want, but right now, stop and
write down whatever you can about the paper, without looking at it.
In Pairs - 5 minutes
"Compare what you have written with your neighbour. H o w did you get
those particular things - why did you start reading in that way?"
In Group - 10 minutes
Discuss different approaches to reading adopted by members of group.
In Group - 20 minutes
Explain and discuss guide on Reading. Emphasise concept of selective
reading.

In Pairs - 10 minutes
Discuss with partner whether you want to make any changes to the way
you approach reading.

On Your Own - 10 minutes
"OK, now you read the rest of the paper.
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In Group - 5 minutes
Share experiences - of reading second time. Leader clarify and support
members in their stance.

Effective learning
Time required - 60 minutes
Introduce Goals
To draw out students past experiences of learning and to draw useful
conclusions from these.
To give students opportunity to consider and experiment with effective
ways of learning.
On Your Own - 10 minutes
"Think of s o m e past experience of learning - it could be at school, some
studying at University or elsewhere, a hobby, anything that was
particularly good. You may have learned a good deal, found it very
enjoyable or interesting. Jot a few notes down on why it was good."
"Now do the same for a bad learning experience - one that was
particularly dull, unpleasant, perhaps that you learnt nothing from. Jot
down a few notes on why"
In Fours - 15 minutes
"Relate your experiences to each other Explain why your learning
experiences were good or bad. What are the main differences between
your good and bad experiences?'
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"From your own experiences, can you see whether there are things
which tend to characterise good and bad learning experiences? Each
group of four, try to make up two lists - one of those things you have
found makes learning unsatisfactory, and one of those things you have
found tends to support and encourage learning."
In Group - 20 minutes
"I'd like each group of four, in turn, to read out one item from its list. I'd
like everyone else to ask that group to explain what it means by that item,
if it isn't clear. Also, can w e see for each item, how that might affect the
way w e carry out our studying now?"
Explain and discuss handout on Learning to Remember.
In Pairs - 10 minutes
Discuss strategies suggested by participants and study guide which you
want to incorporate in your own study.

Preparing for Exams and Exam Anxiety
Time required - 70 minutes
On Your Own - 5 minutes
List strategies you have adopted for preparing for exams and coping with
exam nerves.
In Pairs - 5 minutes
Share strategies and prepare a list to discuss with larger group.
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In Group - 30 minutes
Group members discuss ways they have prepared for exams and coped
with exam nerves. Leader writes list on board and integrates
contributions.
Handout guide on preparing for exams. Discuss how exam
preparation and practice is an effective way of preventing exam stress.
In Group - 30 minutes
Explain how systematic relaxation and visualisation can help allay
anxiety in exams. Explain contents of relaxation tape and play tape to
group.
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APPENDIX FIVE
INTERVIEW FORMAT
Students were told that the interviews were concerned with their
transition to university. They were told that they would be asked about
their purpose in coming to university, what they expected university to be
like, and h o w they thought they would deal with the various situations
they expected to encounter. They were then told that their answers
would be recorded on audio tape so that they could be analysed at a
later date. It w a s decided to ask questions relevant to the six areas of
Person-Environment Incongruence in order to encourage any possible
incongruence or inflexibility to be verbalised. The questions for 'core'
areas of experience were:In order to elicit material relevant to Purpose or Plans students
were asked:
"What is your overall or general purpose incoming to university?"
In order to elicit material relevant to Abilities, students were asked:
"How do you feel about your abilities for doing the course?"
In order to elicit material relevant to intimate Interaction, students
were asked:
"How does your family or people important to you feel about you
doing this course?"
The students were then given a list of situations typically experienced
by students in their first semester at university. This list w a s derived from
the the thematic analysis conducted for the study of person-environment
incongruence. Each situation was typed on a separate card. The list of
situations is presented at the end of this appendix. They were then
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asked to choose the situations that they expected to encounter. They
were then asked to choose three situations which seemed important or
significant to them. This enabled the subsequent stages of the interview
to deal with the situations most relevant to the student.
The students were then told:
"I've compiled a list of situations which students typically experience
in their first semester at university. I want you to read through each
description of the situations and choose the ones that you expect to
encounter".
T h e students were then asked:
"Please choose three situations from the ones you expect to
encounter, that you think will be significant or important to you".
The responses of the student were structured by the provision of this
list of situations. This could be regarded as incongruent with the 'quasi'
phenomenological approach of this project in that the list of situations
m a y provide responses that the students would not have m a d e had they
not seen the list. A n alternative to this procedure could have been to ask
the student to describe the situations which they think they would
encounter. It w a s decided that such a procedure would considerably
increase the interview time and that students would find it difficult to
verbalise their expectations before they had attended university. The list
of situations provided a degree of standardisation for the interview over
time and between students. The list provided a m e a n s of eliciting
students' experience and enabled more meaningful comparisons to be
m a d e between people therefore seemed preferable to a more openended approach.
In order to elicit a statement on h o w each situation w a s of motivational
relevance or importance to each person they were asked:
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"How is this situation important or significant to you?"
In order to elicit statements on relevant action sequences students
were asked:
" H o w would you go about achieving what you want in this situation?
In order to elicit statements on relevant social structures and relevant
interaction sequences students were asked:
"Would you require the assistance or co-operation of other people
in achieving what you want in this situation?

List of situations presented for the interview in the study of Personenvironment incongruence and inflexibility
- Freedom, independence and responsibility required for study and living
- Travel away from h o m e or leaving h o m e for the first time
- Financial difficulties
- N e w ideas, attitudes, experiences
- Different people with different interests and ideas
- N e w and different ideas in a new learning environment
- Other people's attitudes which differed from m y own
- Helpfulness and co-operativeness of students and staff
- Difficulties with or lack of contact or caring from teaching staff
- The n e w experience of informal relaxed relationships
- Meeting n e w people and making new friends
- Fitting in and meeting compatible people
- Loneliness, Not having any close friends at university
- Anonymity; being one in a large crowd of people
- The mix of old and young students
- Fitting in family with study
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- Relating to the opposite sex
- Coping with the volume of work
- Not knowing h o w to do the work required
- Difficulties with lectures and notetaking
- T h e n e w experience of the formality of lectures
- Difficulty in doing examinations
- T h e n e w experience of the informality of lectures and tutorials
- Difficulty of contributing in tutorials
- T h e n e w experience of a wide range of facilities and activities
- Familiarisation with the library system
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